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ABSTRACT 
The present thesis studies how 5 to 11 year old English schoolchildren develop 
a sense of national identity. The importance of the nation as an integral aspect of the 
contemporary social world and, hence, social identities is outlined in Chapter Two. 
Several social-psychological theories (namely, Social Identity Theory, Self- 
Categorization Theory and Social Representations Theory) and socio-cognitive 
developmental theories (namely, Cognitive-Constructivist Theory) could be used to 
explain and/or predict how children develop a sense of national identity and these are 
discussed in Chapter Three. The following chapter then reviews some of the empirical 
studies to date that have investigated how children develop ethnic and national 
identities. From this review it is concluded that both social and cognitive elements are 
present in how children comprehend their social world but the advance of modern 
social-psychological theories such as Social Representations Theory and Self- 
Categorization Theory (SCT) have only tenuously been applied to the realm of 
children's national identity development. The present project comprises five studies 
designed to address these issues and these studies are reported in Chapters 5-9. The 
first study was designed primarily as a exploratory study and involved interviewing 5 
to 11 year old English school children from three regions within England. Most 
children knew they were English and why they were English, and demonstrated 
familiarity with traditional stereotypical images of England. In order to test the 
predictions of SCT a reliable self identification measure was devised and this is 
reported in Study Two. Study Three then went on to use this self identification 
measure to test some of the predictions of SCT; it is concluded that the application of 
this theory to the development of national identity in children ought to be questioned. 
Study Four confirmed this conclusion with the replication of Study Three with an 
additional identity salience manipulation. Study Five then assessed one possible 
source of children's social attitudes concerning the nation; it is concluded that parents 
are a possible source but further multi-variable research is needed. Finally, Chapter 
Ten discusses the results of the five studies in relation to the social-psychological and 
socio-cognitive developmental theories previously outlined and makes some 
suggestions for further research. 
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CHAPTER ONE 
Overview 
People are passionate about the nation. Without an internationally accredited 
national citizenship, everyday rights of passage and basic human and civil rights that 
national citizens take for granted are denied. The thought of not having a nationality is 
simply alien. National identity is an integral defining aspect of the self and frequently 
evokes strong emotional responses. The fever of national pride that sweeps a nation when 
athletes, teams and sports personalities achieve success is a prime example of the 
importance of the nation to the person on the street. The wave of national sentiment that 
swept Britain when the Falkland Islands were invaded by Argentina in 1982 is a prime 
example of the immense emotional responses evoked in connection with the nation. The 
Sun's headline "Gotcha" after the sinking of the Belgrano epitomised these nationalistic 
sentiments. History is littered with examples of the extremes to which people are 
prepared to go in order to defend their nation. The recent break up of Yugoslavia and the 
resulting human tragedies illustrate the extent that people are prepared to go in the name 
of their nation. The immediate, international outrage triggered when one country 
attempts to take over and control another signifies the importance placed upon the 
sovereignty of the nation (e. g. the immediate international response when Iraq invaded 
Kuwait in 1992). The nation and national identity are salient categories for the modern 
world which fundamentally influence not only how we perceive the world we live in, but 
how we behave and live our lives within it. The present thesis is concerned with how 
children develop an understanding of nationality and hence national identity. Since 
today's children are the adult national citizens of the future, the study of their 
understanding of the nation and national identity is of considerable importance. 
The following thesis reports a series of studies investigating how 5-11 year old 
English schoolchildren develop a sense of national identity. Chapter Two defines what is 
meant by national identity and reviews contemporary issues concerning the nation (e. g. 
nationalism and the future role of the nation). The nation is defined as a geographical 
territory within which a population shares common political and social understandings 
(Smith, 1991). The functions of the nation are both external and internal. Firstly, the 
external functions are to provide a social space that historically and geographically 
locates a community as well as to provide a common economy and government. 
Secondly, the internal functions of the nation are to socialise the members into national 
citizens via the provision of a set of shared beliefs ultimately instilling a sense of national 
identity. As such the nation is shown to be an integral and pervasive aspect of our modern 
world. How children understand the social aspects of the nation and how these contribute 
to their sense of national identity are presented as the central themes of the present thesis. 
Chapter Three then reviews some of the contemporary social-psychological 
theories that have been used to explain how the self is defined and orientated within the 
social world (namely, Social Identity Theory, Self-Categorization Theory and Social 
Representation Theory). A review of recent trends in developmental social psychology 
with regard to children's socio-cognitive development is also presented including 
accounts of Piagetian Theory as well as Social Representation Theory. Chapter Three 
therefore reviews four pertinent theories that can be used to explore how children might 
develop a sense of national identity. 
The following chapter, Chapter Four, then presents the current literature available 
on identity formation in children. The areas of ethnic identity and national identity are 
reviewed and analysed with respect to the theoretical accounts previously discussed. The 
material presented seems to suggest that both social and cognitive factors are required in 
an account of identity development to date. Several limitations within the existing 
literature of the development of national identity are identified. The application of Self- 
Categorization Theory within a developmental framework of national identity has not 
been examined by previous research. In addition, the possible sources of children's 
knowledge and attitudes towards the nation and national identity have not been addressed. 
The first of the empirical studies is detailed in Chapter Five and deals with 
children's understanding of Englishness. This was an exploratory interview-based study 
investigating English children's understanding of their own nation. Data were collected 
from three regions of England (rural, urban and metropolitan). Both age and place-related 
differences were found in the children's understanding of their nation. While the majority 
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of all of the children knew they were English and could identify why they were English, 
the importance attributed to their national identity increased with age. Most of the 
children were familiar with traditional symbols and stereotypes of England and consistent 
ideas about England and the English were presented. Given the age and social group 
differences and the shared social knowledge uncovered, it is concluded that a Social 
Representation Theory approach of children's socio-cognitive development can be used 
to account for the present results. Due to the complexity of the intervariable correlations 
and the problematic interpretation of the open interview generated data, it is also 
concluded that a more theoretically focused approach for subsequent empirical studies 
should be adopted. 
As a result of these conclusions of the first study, it was decided that a measure of 
children's identity salience needed to be developed in order to directly test some of the 
predictions of Social Identity Theory and Self-Categorization Theory (SCT). Chapter Six 
presents the second study that establishes the reliability of the relative subjective 
importance task used to ascertain the salience of certain identities in children. 
Chapter Seven then presents an empirical study that used the relative subjective 
importance task in order to directly test some of the predictions of SCT. SCT predicts that 
identity salience, perceived group homogeneity and stereotype content will vary in 
different social contexts. In social contexts where the social category is made salient, the 
salience of that identity and perceived group homogeneity ought to be increased. 
Stereotype content is also predicted to alter across different social contexts so as to 
portray the ingroup in the most favourable manner. 
In order to test these predictions, the children in this study were asked to evaluate 
(via an adjective attribution task) the English ingroup either alone (non-comparative, low 
national identity salience), or in conjunction with a known liked outgroup (comparative, 
high national identity salience), or in conjunction with a known disliked outgroup 
(comparative, high national salience condition). The known liked outgroup was 
`Americans' and the known disliked outgroup was `Germans'. The results failed to 
support any of SCT's predictions concerning identity salience, perceived group 
homogeneity and stereotype content. The application of Self-Categorization Theory to the 
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development of children's national identity is questioned. The results, however, did 
indicate that the ingroup was evaluated more positively than the outgroups, supporting 
previous research and Social Identity Theory. The results of study three also suggest that 
the youngest children were most positive about the ingroup, most negative about the 
outgroups and held the most homogeneous views about all the groups. Given these age- 
related rather than contextual differences affecting children's identity salience, perceived 
group homogeneity and stereotype content, a Piagetian and Social Representations 
account of children's socio-cognitive development may provide a more adequate account 
of the present findings. 
Several speculations as to the lack of any support of SCT's predictions in study 
three are also considered. It is concluded that the lack of support may have been due to 
the group adjective attribution task not being sufficient within itself to enhance the 
salience of the children's national identity. In order to test this hypothesis further, the next 
study (presented in Chapter Eight) replicated study three but added a further identity 
salience manipulation. This took the form of the children watching a video of the 1996 
European Football Championship semi-final match between England and Germany. 
Football was identified in Chapter Five as a constitute aspect of children's understanding 
of their nation and previous research (Canter, Comber and Uzzell, 1989; Walvin, 1975) 
has identified its role in contributing towards the national identity. This identity salience 
manipulation had the desired effect of increasing the salience of the children's national 
identity but only for the oldest children. Despite this, the predictions of SCT concerning 
group homogeneity and stereotype content were still not upheld. The oldest children in 
the high identity salience condition, however, did demonstrate greater ingroup 
favouritism. The results, however, also indicated that the ingroup was most positively 
evaluated and the outgroup most negatively evaluated by the youngest children. Therefore 
the results of this study also question the application of SCT to children's development of 
their national identity. It is suggested that availability of information and/or social factors 
may better account for the present results. Alternatively, it could have been the case that 
the national identity of the children was not sufficiently developed for its salience to be 
manipulated. 
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The final empirical study reported in Chapter Nine deals with the possible sources 
of children's social knowledge in this domain. The salience of the children's national 
identity was correlated with parental attitudes concerning the nation and patriotism. The 
results suggest that parental attitudes may be a factor which influences the importance 
that children place upon their national identity, supporting a Social Representational 
approach to children's development of their national identity. 
The final chapter, Chapter Ten, then discusses these four empirical studies with 
respect to the theories previously outlined in Chapter Three. Consistently, both Social 
Representation Theory and cognitive accounts of children's socio-cognitive development 
are required to account for the present results. It is suggested that an alternative theory, 
such as Bandura's Modern Social Learning Theory, that takes both social and cognitive 
factors into account may provide a fruitful avenue for future research. In order to develop 
a more complete account of children's development in this domain, further research 
including independent measures of cognitive ability needs to be conducted. The nation 
and national identity are fundamental, constituent parts of the modern world, stressing the 
importance of this type of research given its real world applications. 
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CHAPTER TWO 
The Nation and National Identity 
In this chapter the concept of the nation and national identity are discussed, in 
order to provide the background for the remainder of the thesis. A definition of the nation 
is proposed which examines the functions of the nation as well as the modernity and 
social importance of the concept. The political connotations of national identity, 
nationalism and patriotism are also explored. 
2: 1 Defining the nation 
The role and function of the nation within modern society is a complex one. Any 
definition of the nation must mirror these complexities so as to incorporate the 
multifaceted nature of the modern nation. Smith (1991) provides us with one such 
definition. Smith defines the nation as: 
"... a named human population sharing a historic territory, common myths and 
historical memories, a mass, public culture, a common economy and common 
legal rights and duties for all members" (p. 14). 
From this definition three aspects of the nation are evident: the spatial, the 
political and the social. The spatial aspect of the nation is comprised of a well defined 
territorial boundary commonly known as the homeland. The homeland as a well defined 
geographical territory is vital for the definition of the nation. Smith argues that the 
territory that defines any one nation is the main distinguishing feature between a nation 
and an ethnic community. Although ethnic communities and nations share many defining 
features (a collective name, common ancestry, historical past, shared beliefs, memories 
and common practices), a well defined geographical boundary is only a prerequisite of a 
nation. 
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The political aspect of the nation involves the common laws and duties that are 
applicable to all members of the nation: a single, common, political will that renders all 
members of any one nation legally equal. This is literally equivalent to the 'state'. The 
state is the part of the nation concerned with government, the setting up and maintenance 
of legal rights and the enforcement of such laws. Hall (1984) defines the modern state by 
the shared power of government with the rights of participation in the government legally 
defined and set in law. Another aspect of the modern state, according to Hall, is that 
representation is wide and state power is fully secular with the boundaries of national 
sovereignty fully defined. Quite simply, the state is the "apparatus of the government" 
(Held 1984). The state as defined by these terms was first recognised in Britain in the late 
eighteenth century with the classical Liberals. This within itself suggests the modernity of 
the nation (Hutchinson, 1994). It is clearly evident that the state is an important part of 
the nation but the nation itself is far more than simply the state. 
It is important to note that there are a number of discrepancies evident in these 
definitions of the state. Smith argues that the political aspect of the nation renders that all 
its members are `legally equal'. However, a nation is no less a nation if it enacts 
discriminatory legislation (e. g. the caste system of India). Hall (1984) claims that a 
necessary part of the modern nation is that `representation is wide'. In reality, however, a 
nation under dictatorship (e. g. China) is still a nation despite restricted representation. In 
a dictatorship the state controls and manages the nation despite not having received a 
mandate to do so from the majority of the population it claims to represent; that is, 
representation, in the Western democratic sense, is far from wide. 
The social aspect of Smith's definition of the nation includes the culture, civic 
ideologies, common understandings and aspirations as well as historical memories, myth, 
symbols and traditions. Language is another extremely important defining social aspect of 
the nation (Edwards, 1986). These can be seen as the very essence of the nation for the 
citizen. They are also the most salient and instantly recognisable symbols that identify 
each particular nation in the modern world. For example, the Union Jack, cricket, cream 
teas, William Shakespeare, and Big Ben are instantly recognisable as British just as the 
Tricolour, boules, croissants, Victor Hugo and the Eiffel Tower are French. The multitude 
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of concepts both concrete (the territory) and abstract (national memories and myths) 
necessary to define the nation are clearly evident here. 
2: 2 Functions of the nation 
Smith (1991) goes on to outline the functions of the nation which in turn helps to 
highlight what is actually meant by national identity. Six main functions of the nation are 
identified. These six functions fall into two categories: external (territorial, economical 
and political) and internal (socialisation, bonding and provision of a national identity). 
This distinction between internal and external categories, however, does not necessarily 
mean that each of these functions are mutually exclusive as it is possible for some of the 
external functions to become internalised (e. g. the economics of the nation may play a 
role in the social institutions that contribute to the socialisation function of the nation). 
2: 2: 1 External functions of the nation 
The external functions of the nation are threefold: territorial, economical and 
political (Smith, 1991). Firstly, the nation defines a social space that historically and 
geographically locates a community of people in time and space. The importance of the 
homeland for the function of nationhood is most clearly evident when geographical 
borders are redrawn for political reasons and the all-too-common resulting conflict (e. g. 
Israel/ Palestine conflict, Northern Ireland, Sinai Issue between Israel and Egypt, South 
Africa, Bosnia etc. ). Secondly, the nation provides a common economy that determines 
division of labour and allocation of resources. Thirdly, Smith argues that the political 
function of the nation provides an elected government that serves national interest, 
establishes legal rights and duties as well as preserving social order. However, 
maintaining that the nation has to have an elected government is rather restrictive. As 
previously stated, dictatorships and communist regimes such as China are clearly nations 
in every respect with very well defined historical territories and political parties that 
represent the national interest and mirror the national identity yet are not, in the Western 
democratic respect, `elected' . 
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2: 2: 2 Internal functions of the nation 
The internal functions of the nation are again threefold: socialisation, bonding and 
provision of a national identity. Firstly, the socialisation function of the nation involves 
creating members into citizens via mass public education, the inculcation of devotion to 
the nation and the maintenance of a unique, identifiable culture. 
The industrial and cultural revolutions of Western Europe with the associated 
technological advances made the socialisation of an ethnic community into a nation 
viable. The modernity of the concept of the nation is again evident. Smith (1986) 
illustrates how the traditional ecclesiastical authority of the 14th and 15th centuries was 
questioned and eventually replaced with the sovereign state that we recognise today. 
These states introduced standardised cultures by the formalisation of language (e. g. by 
introducing spelling and grammar) and universal literacy. The printing and circulation of 
national newspapers also created a sense of one unified culture or imagined community 
(Anderson, 1983; Gellner, 1983). Such acts ultimately culminated in the politically 
conscious citizen. The Jacobean state during the French Revolution went so far as to 
sponsor fetes and rallies for the glorification of the `patrie' with the themes of liberty and 
equality (Leith, 1965). Another major step towards the state as educator of the public 
masses, and hence into national citizens, was the introduction of primary education in the 
late nineteenth century. As a result of these standardised procedures within the national 
boundaries of the `homeland', a sense of homogeneity emerged and national belonging 
became a reality. 
It should be noted here that although significant common ground between the 
modernist views of Gellner and Anderson and the ethnicist explanation of the modern 
nation (i. e. Smith) is clearly evident, a number of fundamental differences still exist. 
Gellner and Anderson proclaim that the nation is entirely a modern construct that was 
born with the industrial revolutions and Enlightenment of the eighteenth century. Smith, 
however, maintains that the nation predates this. Smith recognises that before the 
existence of the modern nation, ethnic communities or `ethnies' were the norm. The 
emergence of the nation was a continuation of these ethnies with the addition of 
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geographical borders and a sovereign state. Smith's stance is preferred as it acknowledges 
a connection with the past. The modernists' view is rather discontinuous. No one point in 
history can ever be considered a `tabula rasa', completely written anew with no 
considerable influence of the past. 
The second internal function of the nation is that of social bonding between 
citizens by provision of shared values, symbols, traditions, flags, coinage, anthems and 
uniforms. The current debate over a single European currency highlights how integral 
such symbols are to the definition of any one nation. Fears over losing national heritage, 
sovereignty and uniqueness via an integrated Europe are all used to argue against the 
instigation of the single currency in Britain as well as joining the Union itself (such views 
are frequently expressed by Eurosceptic conservative MP's such as John Redwood). 
2: 2: 3 National Identity 
The third and final internal function of the nation according to Smith (1991) is to 
instill a sense of national identity by enabling the self to be located in relation to the rest 
of the world. One of the most important aspects of this function is that it provides the 
individual with knowledge of who they are and where they are from. The territorial, 
political and social defining aspects of the nation provide the content of what any one 
particular national identity is comprised of. Billig (1995) states that national identity is a 
social concept that is embedded within the very habits, beliefs, behaviours and practices 
of social life. The very way we think and use our language embodies our national identity. 
Similarly to Smith, Billig points to the physical, legal, social elements of the national 
identity and how they situate the individual in relation to their homeland and hence within 
the wider remit of the world of other nations. In addition to the physical, legal and social 
aspects of the nation, Billig however also stresses the strong emotional and personal 
ingredient of national identity. 
Billig (1995) and Hopkins and Reicher (1996) stress that identities per se are 
operationalised within a social context. Hopkins and Reicher (1996) also incorporate the 
role of contestation into when certain identities are operationalised (i. e. the social context 
within which the social identity is evoked challenges that identity in some form). This 
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social context provides the meaning for the identity. The shared beliefs that constitute the 
social context are an integral part of any identity and as a result cannot be differentiated. 
The study of national identity therefore must investigate the societal assumptions about 
the nation and nationhood. To have a national identity requires a theory of nations. In 
order to understand what your national identity is and means, an understanding of what a 
nation is, what your own particular nation is and what other nations are (i. e. what is 
foreign) are required. 
The social milieus that comprise national identity are ingrained into everyday 
living. Billig (1995) highlights the subtle nature of these nationalistic behaviours and 
beliefs. Subtle nationalism is at the heart of our everyday beliefs, practices and actions so 
much so that we are often unaware of it. Billig cites the American tradition of singing the 
national anthem at the beginning of every sporting event (a nationalistic practice that is 
becoming more common here in Britain) and the unquestioned support of the national 
team in international sporting events are all too common examples of everyday 
nationalism. Such behaviours and social practices enable the social construction of the 
national identity to be produced and reproduced (Hopkins and Reicher, 1996). These 
social practices are so ingrained within the national psyche of established nations such as 
Britain and America that the representations, beliefs and practices that are necessary for 
the reproduction of a nation are banal. The unconscious affiliation to one's own nation is 
taken for granted and rarely questioned. For example, when British news reports detail a 
natural disaster or horrific international accident such as a plane crash, they frequently 
report the total number of fatalities. They then go on to report how many of those 
fatalities were British. This seems to signify that these events are only pertinent if they 
involve individuals from our own country and suggests an importance of own nation over 
and above others. 
These common daily practices of national sentiment and society self-worship 
(Gellner, 1983) act as constant unconscious reminders of our national identity as well as 
ensuring that the concept of the nation is not forgotten. By these very acts the nation is 
perpetuated, defended and reaffirmed daily. In not forgetting the nation, however, we 
forget to question some of the basic assumptions of the nation. The main repercussion of 
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this forgetting is the unacknowledged social construction and historical context of 
modern society and the nation. The modern world is not `natural' nor our beliefs, 
behaviours and practices that constitute it. National identity is so entwined with modern 
life we fail to recognise that it is not primordial. These nationalistic practices and the 
ownership of national identity occur within a social context and as such are open to 
subjective interpretation and change, suggesting anything other than primordality. 
Renan (1990) states that forgetting has been a "crucial element in the creation of 
nations" (p. 23). A remembered collective history is a necessary constituent of the nation. 
How the nation remembers the past (i. e. opts to forget certain events while positively 
remembers others) determines how the modern nation is defined. Billig calls this 
"collective amnesia". Frequently the extreme violence associated with national conquest 
and war is overlooked while the triumph over other nations is glorified. All this forgetting 
is `convenient' as it enables us to disengage or detract from what we define as 
nationalism. It makes the nationalistic behaviours that are practiced daily so natural and 
everyday that we no longer see them, let alone see them as `nationalism'. 
2: 3 National Identity or Nationalism? 
`Nationalism' is often perceived to be at the periphery of modern western nations 
and distinct from these common everyday supporting acts of the nation. The 
commonplace definition of nationalism being of extreme political parties and belonging 
to others renders the majority immune from it. We conveniently forget it, presume that it 
does not apply to us and sweep it under the carpet. One possible explanation of this is 
suggested by Harris (1994) who points out this surface reaction of anti-nationalistic views 
are a direct reaction to the horrors of W. W. II. The associated violence with extreme right 
and left wing ideologies is abhorrent to most and hence any political party that hints at 
nationalistic tendencies lacks political credibility. In the immediate post war period 
"Nationalistic" parties therefore received very little support (although this is on a rise 
with the French Nationalist Party in France and the British National Party actually 
winning local elections in London). The anti-Communist campaigns (e. g. `Are there Reds 
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under your beds? ') during the 1950s initiated by the American Republican senator Joseph 
McCarthy again illustrate the anti-extreme political sentiment present after W. W. II. 
The reaction against calling such behaviours (e. g. flag waving and overt support 
of national sports teams) `nationalism' is a matter of definition and extremes. Hutchinson 
(1994) defines two types of nationalism: political and cultural. Politically motivated 
nationalist movements such as the British and the French Nationalist Parties take the term 
to the far right extreme of purist nationalism and no tolerance of ethnic integration. For 
the majority, the thought that our everyday actions and beliefs may be on the same 
continuum as these extreme ideologies is uncomfortable to say the least. These common, 
everyday acts signaling the national can be seen as cultural nationalism. It is important to 
note, however, that just because these common day practices of reproducing the nation 
are defined as banal it does not necessarily mean they are innocent or harmless. The 
accessibility of these everyday practices and beliefs makes them subtly even more sinister 
because they enshroud nationalistic ideologies with the illusion of normality. 
The distinction between political and cultural nationalism is not a simple one. 
Cultural nationalism is defined by Hutchinson (1994) as major historical, artistic and 
linguistic revivals. The aim of cultural nationalism is the moral regeneration of the 
community. It involves looking at the past in order to gain a hope for the nation's future. 
The Celtic revival of Irish culture (epitomized by the success of Riverdance) is a prime 
example of cultural nationalism. Political nationalism, however, is defined as a strive for 
political legitimacy and autonomous state institutions. Many cultural revivals, however, 
are politically driven and cultural nationalism is often construed as an underhand method 
of political nationalism. The distinction between political and cultural nationalism 
however apparent is not clear. 
So when does love, support and/or attachment to one's country (i. e. patriotism) 
become 'nationalism'? Distinctions between patriotism and nationalism have been 
attempted (Janowitz, 1983; Kosterman and Feschbach, 1989). Patriotism is the love of 
and attachment to one's country, while nationalism is rather more political, maintaining 
that the nation and the political ought to be one (Gellner, 1983). Billig (1995), however, 
argues that the distinction is not that simple. For example, Hitler stated that it was his 
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patriotic love of the homeland `Germany' that drove his ideology and subsequent actions. 
The Jews were construed by the Nazi Party as a threat to the homeland and the actions 
against them defensive rather than aggressive. This imagined threat to the German nation 
was manufactured by Commandant Ludendorf after W. W. I following the Versailles 
Treaty in 1919 (Winter and Baggett, 1996). Clearly the distinction between patriotism and 
nationalism is not clear cut and straightforward. 
2: 4 The development of a national identity in children 
This chapter has highlighted how the nation has become, and indeed is, a 
pervasive and integral part of the self and society. The importance of the nation in our 
everyday lives is stressed. The nation and its associated national identity both play a 
fundamental role in how our world is organised and defined. This in turn contributes to 
our definition and perception of the self and others. The present thesis investigates the 
development of national identity in children. The aim of the present thesis is to further 
our knowledge of how the child develops an understanding of these social issues that are 
so fundamental to the organisation of the social world around them. The nation is defined 
as having three constituent parts; the spatial, the political and the social. It is the social 
aspect of the nation that the present thesis is primarily concerned with. The social aspect 
of the nation includes the culture, civic ideology, common understandings, historical 
myths, memories, symbols and traditions. The present thesis goes some way to explore 
how English children understand these concepts in relation to their own nation and how 
or if this provides them with a sense of national identity. The present thesis also examines 
how the process of understanding the child's own national group and others contributes to 
their national identity as well as exploring one possible source (that of parental attitudes) 
of children's national attitudes. In doing this it is hoped that a greater and more in-depth 
understanding of how the child develops a sense of self in relation to the nation may be 
achieved. 
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CHAPTER THREE 
Theoretical Perspectives 
National identity has become a contemporary, integral, defining aspect of the self 
and society. This chapter will summarise the theories that have attempted to formalise 
how we define the self and the processes by which the self is orientated in the social 
world. The theories of Social Identity, Self-Categorization and Social Representations 
will be discussed in turn. It will be shown that the self and the social, seemingly distinct, 
are in fact very much a part and parcel of each other, both intertwining to provide an 
understanding of the social self. It will be shown that the realm of national identity fits 
neatly within this theoretical remit of how to understand this aspect of the social self. The 
application of these theoretical perspectives within child development will also be 
assessed along with a review of recent trends in developmental social psychology, 
including the application of Piagetian Theory and Social Representations Theory to 
children's socio-cognitive development. 
The present chapter therefore provides an overview of four pertinent theories 
(Social Identity Theory, Self-Categorization Theory, Social Representations Theory, and 
Piagetian Theory) that can be used to explore the development of national identity in 
children. The purpose of this chapter therefore is to present an outline of some of the 
theoretical approaches that could be used to explain how children might develop an 
understanding of their national identity. Although some of these theories are not explicitly 
tested by the current thesis, they are presented here as they will be used to explain some 
of the subsequent empirical findings. 
3: 1 Social Identity Theory (SIT) 
3: 1: 1 Cognitive perception 
The social nature of individual perception and judgement was recognised by 
Henry Tajfel. In the now classic perception experiment of Tajfel and Wilkes (1963) the 
social nature of understanding the world became apparent. The study presented eight lines 
of various length to three groups of subjects. The first group was told that the lines 
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presented to them were either long or short. The second group was not told any 
distinctions but were presented with the same eight lines as the first group. The third were 
simply presented with a random selection of lines. The subjects were then required to 
judge the actual lengths of the lines. The results showed that subjects in the first condition 
accentuated similarities within and differences between the two classified groups whereas 
the other subjects did not. The process of labeling the lines served as some sort of 
categorization and thus expected differences between the categories and similarities 
within the categories were accentuated. It was concluded that the process of 
categorization had lead to a distorted perception of accentuating inter-category 
differences and intra-category similarities. 
Application of these cognitive based experiments was then made to the social 
world (Tajfel, 1969). We categorize our social world into groups (e. g. gender, national, 
religious and professional groups -a female, Irish, catholic, bricklayer). This process of 
categorization enables the individual to locate her or himself in the social world relative to 
other social groups thus creating a sense of who they are in relation to others (i. e. an 
identity). Individual self-identity partially is achieved by means of group membership. Thus 
the social self is defined by social group membership, illustrating the social nature of the 
self. 
Intergroup processes are at the heart of social interaction. Tajfel (1969) proposed 
three aspects to the cognitive processes that underpin intergroup behaviour: first, the 
categorization process that moulds the ingroup attitude; second, assimilation of social 
values that form the content of the stereotype/belief; and third, the search for coherence. 
Categories were seen as fundamental to the understanding of everyday life since they 
clarified and gave order to random and complex variables. In this sense the process of 
categorization served the primary function of allowing the vast stimulus load to be 
processed on a limited capacity cognitive system. 
Tajfel (1969) formalised these processes of categorization and identity into SIT. SIT 
proposed that identity is essentially a product of the two processes of cognition and 
motivation. The cognitive process of categorization determined for the individual which 
social group they belonged to. The process of motivation, on the other hand, suggests that 
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the individual has a tendency to evaluate the self in a positively distinct manner. Since self- 
identity is acquired through social group membership and there is a need for a positive 
image, it follows that a positive image of the social group is required. Therefore individual 
self-esteem is derived by membership of a positively evaluated group. Positive 
discrepancies between ingroups and outgroups are established. Ingroup favouritism was 
thus predicted to be a direct result of this' cognitive and motivational process. These 
processes of cognition and evaluation were within themselves predicted to precipitate the 
consequences outlined above (i. e. the accentuation of inter-group differentiation and intra- 
group similarities, as well as ingroup bias and outgroup denigration). 
3: 1: 2 The minimal group paradigm 
Tajfel, Flament, Billig, and Bundy (1971) designed a set of experiments to find the 
minimal conditions required for intergroup discrimination. This classic experiment became 
known as the 'Minimal Group Paradigm' (MGP). The purpose of these experiments was to 
determine the base line of categorization required to induce these group homogeneity and 
ingroup bias effects. It was found that categorization alone (being placed in one group 
opposed to another) even when random (the subjects were told the basis for their 
categorization was the toss of a coin) is sufficient to produce the phenomenon of ingroup 
favouritism. The subjects were asked to allocate funds to their own and other group. The 
ingroup did not allocate itself the maximum but chose to produce the largest differences 
between themselves and the outgroup, to the detriment of the outgroup. Therefore it is not 
just ingroup favouritism taking place, but social comparison. The prediction of the 
accentuation of intergroup differences was upheld. The MGP experiments have been 
repeated with similar results emerging time after time (see Mullen, Brown and Smith, 1992 
for a review). 
Howard and Rothbart (1980) found that categorization and the resulting ingroup 
favouritism can lead to attribution bias, where good deeds are attributed to the ingroup and 
bad to the outgroup. It also biases memory; an individual recalls more good actions than bad 
for the ingroup and more bad than good for the outgroup. Howard and Rothbart (1980) 
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found that attribution and memory biases even occurred in the MGP where subjects showed 
significantly better memory for negative outgroup than for negative ingroup behaviours. 
Tajfel et al. 's (1971) findings from the MGP experiments led Tajfel to formulate 
SIT. To think of the ingroup more positively than the outgroup helps to achieve or maintain 
a positive self image or positive distinctiveness. SIT suggests that an individual can improve 
her/his self image by enhancing either their personal or social image. People favour the 
group they belong to because of the fundamental motivation to maintain a positive self- 
image. Heaven (1983) found that white South Africans with high self-esteem showed more 
ingroup favouritism than subjects with low self esteem suggesting a link between self 
esteem and social group evaluation. 
SIT suggests that the evaluation of the ingroup can either lead to a positive or 
negative social identity. If the members of a group have a positive social identity they will 
act in the intergroup manner discussed above. However, some groups have negative social 
identities. The application of SIT to the real world where national and ethnic identities are 
everyday social realities is evident. Clark and Clark (1947) illustrated the effects of a 
negative social identity. The study found that approximately 60% of black American 
children demonstrated outgroup favouritism and ingroup denigration. It seems likely that 
the black children possessed a negative social identity (Brown, 1995; see Chapter Four 
below for a more extended discussion of this finding). 
Doise (1978) along with Tajfel also argued that accentuation was a result of the 
categorization process. Children were asked to describe members of one sex with or 
without the prior knowledge that they would also be asked to describe the other later. 
Those with prior knowledge provided answers with more inter-category difference and 
intra-category similarity than those without prior knowledge. Accentuation was therefore 
seen as a direct result of the categorization process. Evidence is available to suggest that 
the categorization process does produce the accentuation affects proposed by Tajfel. 
3: 1: 3 Criticisms of the MGP 
The MGP experiments, however, have been criticised (Augoustinos and Walker, 
1995). They have been accused of being laboratory-based and hence of little real world 
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relevance. The application of such findings into the real world arena is questioned. The 
MGP has also been criticised for not actually being truly minimal. The allocation of 
subjects to a group within itself initiates a category belonging and a sense of dependence 
upon that group membership. There is therefore a degree of investment by the subject in 
that group category. The future rewards and benefits of that allocation, however 
seemingly banal, are unknown at the time of allocation and hence the subject may invest 
some importance in order to ensure receipt of any future rewards. 
The automatic response of ingroup bias during the MGP has also been criticised. 
Rabbie and Horowitz (1988) reported that when the outgroup is reported to be 
responsible for the allocation of the money, the outgroup is systematically favoured. 
Ingroup bias is not an automatic by-product of the categorization process. This criticism 
also highlights the real-world relevance criticism of the MGP. In the real world, many 
other factors such as power and control will influence the intergroup dynamics. 
Schiffman and Wicklund (1992) have also criticised the MGP results of automatic 
ingroup bias as simply being a result of demand characteristics of the experimental 
paradigm. Schiffman and Wicklund are extremely critical of SIT, stating that there are no 
constraints upon which identity the individual will adopt in any scenario, and hence the 
theory is untestable. They also stress that the categorization process is based upon 
physical properties rather than psychological so the psychological consequences of the 
categorization process are unfounded. The original TaJfel and Wilkes experiment 
demonstrated, however, that the process of categorizing physical stimuli is influenced by 
social demands and influences. To claim that the categorization process is not subject to 
psychological effects is thus rather naive. 
These criticisms, however, are of the MGP itself and not necessarily of the theory 
per se. The MGP was the starting block of the theory and not the foundation or comer 
stone of the theory. The MGP initiated subsequent ideas and applications into more real- 
world domains but should not within itself be viewed as the defining criteria for SIT. 
3: 2 Self-Categorization Theory (SCT) 
3: 2: 1 Review of SIT 
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SIT (Tajfel, 1972) was therefore founded upon the classic MGP. The simple 
allocation of an individual to a group was thought to be enough to produce ingroup 
favouritism and group homogeneity effects. SIT proposed that the individual derived a 
sense of self from their social group membership. Affective and cognitive aspects of the 
identity and intergroup processes were recognised. The need for high positive self-esteem 
meant that the social identity was always evaluated in a positive manner. The logical 
predictions therefore were that the ingroup would always be favoured and the outgroup 
denigrated. The cognitive bases (attenuation and accentuation) of the categorization 
process provided the theoretical reasoning for both ingroup and outgroup homogeneity 
effects. The possible implications of these findings for the real world where social 
groupings such as gender, nationality, ethnicity and religion are an everyday reality were 
immense and hence ecological validity was sought. 
3: 2: 2 Further research 
Subsequent research (Turner, Brown and Tajfel, 1979; Brown and Abrams, 1986; 
and many others), however, found that this interpretation of intergroup behaviour from 
the MGP was too simple. Other social, psychological and contextual factors were found 
to influence the degree and presence of ingroup bias and group homogeneity. Ingroup bias 
was shown to be influenced by several factors: success of the ingroup; the degree of 
ingroup identification; the salience of the categorization; the importance of the 
comparative dimension; and the group's real world status (e. g. minority vs. majority 
status). 
Recent success or failure of the ingroup was found to alter the level of ingroup 
identification. Cialdini, Bordon, Thome, Walker, Freeman, and Sloan (1976) revealed 
that college students were more likely to wear their college scarves and identify with their 
college more positively after the football team had won compared with a loss. Ingroup 
bias was influenced by real world factors rather than an automatic reaction to an 
intergroup scenario. 
Amount of perceived threat has also been shown to influence the amount of 
ingroup bias. Brown and Ross (1982) divided a class of school children into three groups 
20 
and asked them to perform a series of cognitive tasks. All the children received feedback 
on their group's performance. One group received highly threatening feedback (i. e. they 
were told that they under-performed and their cognitive abilities were questioned). 
Another group received mixed feedback in which both positive and negative comments 
were made. The last group of children received only positive and hence non-threatening 
feedback. The two groups who received negative and threatening feedback elicited a 
greater degree of ingroup bias than the third group who actually displayed very little. 
Perceived group threat therefore can also alter the amount of resulting ingroup 
favouritism to a greater or lesser degree. 
The degree of perceived similarity to an outgroup has also been found to influence 
the amount of ingroup bias. Brown and Abrams (1986) told children that they were going 
to collaborate on a project with another school that was either very similar, quite similar 
or very different to their own school. When the outgroup was perceived as very similar to 
their own school the amount of ingroup favouritism was considerably less than when the 
outgroup was perceived as very different. 
Ingroup bias thus is not an automatic by-product of an intergroup situation. 
Success of the ingroup, amount of perceived threat and similarity of the outgroup have all 
been shown to influence the amount of ingroup bias. Group homogeneity effects have 
also been found to be influenced by similar factors. 
Brown and Wootton-Millward (1993) discovered that ingroup homogeneity can 
and does occur on attribute dimensions that are particularly important in defining the 
ingroup's core identity. If the attribute is a defining aspect of the ingroup's identity, 
ingroup homogeneity will result when the group is evaluated on that attribute dimension. 
For example, nurses were found to show high levels of ingroup homogeneity when asked 
to evaluate the ingroup on caring and professionalism dimensions. The dimension 
specificity of intragroup homogeneity has also been supported by Kelly (1989) who 
concluded that British political parties tended to perceive their own party has more 
homogeneous on issues central to their party's ideology but less homogeneous on more 
general concerns. 
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Relative size of the ingroup and outgroup has also been implicated in the degree 
of resulting group homogeneity. Simon and Brown (1987) manipulated the size of the 
ingroup and outgroup in the classic MGP. When the ingroup was small compared with 
the outgroup, greater ingroup homogeneity resulted. Simon and Brown (1987) suggested 
that this could be the need for a small group to protect its identity by projecting an image 
of greater cohesion. 
Minority status of the ingroup has also been found to lead to ingroup rather than 
outgroup homogeneity. Majority status of the ingroup, however, leads to outgroup 
homogeneity. Simon, Glassner-Boyerl and Stranenworth (1991) interviewed minority 
status homosexual students who displayed definite ingroup homogeneity compared with 
their heterosexual counterparts who revealed high levels of outgroup homogeneity. 
Presumably the same suggestion by Simon and Brown (1987) could be applied here. The 
threatened position of being in the minority might evoke a threat of the group's identity 
and hence the group closes rank to protect itself and enhance group cohesion. 
3: 2: 3 The development of SCT 
Outgroup homogeneity effects and ingroup favouritism therefore are not simply 
automatic by-products of intergroup relations as SIT would have had us believe. A theory 
that addressed these contextual factors was required. Turner (1982) made an important re- 
evaluation of the classic MGP results. He recognised that these experiments actually 
illustrated that group membership did not reflect but actually caused attraction between 
people. Turner (1982) formulated an extension to Tajfel's SIT, one which emphasised the 
cognitive process of the psychological group. The process of categorization was seen as 
the crucial element that facilitated the stereotype of the self, fixing one's own identity 
within a social context. The identity of the self as a group member causes group 
phenomena. Turner recognised that a more coherent and extensive expansion was 
required and thus SCT was developed. 
SCT attempts to "analyse the functioning of the categorization process in social 
perception and interaction which speaks to issues of individual identity as much as group 
phenomena" (Oakes, Haslam and Turner, 1994, p. 94). The theory stresses the 
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interdependence of individual, social and group identities (i. e. the individual and the 
collective). The interdependence between the two identity processes of cognitive 
representation and social construction are also fundamental to the theory. 
As the title of the theory suggests, the categorization processes involve both the 
self and social identities. The self is categorized according to its social group 
membership. The level at which this categorization process takes place is context- 
dependent. The relevance of any one category will depend upon the situation and the 
surrounding comparisons. For example, on one level it may be applicable to define 
oneself as a shop assistant (i. e. job title) whereas on a higher, more inclusive level it may 
be more appropriate to define oneself as employed (as opposed to unemployed - i. e. 
employment status). Oakes et al. (1994) identify three levels of category abstraction for 
the purpose of theoretical clarity: the interpersonal (self as an individual), intergroup 
(social identity - self as group member) and interspecies (self as human being). Each level 
is as valid as the next despite the higher levels being more inclusive and therefore more 
abstract. The self is defined equally as both individual and social group member. 
The contexts within which a relevant category is evoked are numerous. The ability 
of the theory to predict which category will be most relevant in any given context is 
formalised into the principle of "meta-contrast". Oakes et al. (1994) state that the meta- 
contrast principle predicts: 
........ that a given set is more likely to be categorised as a single entity to the 
degree that differences within that set of items are less than differences 
between that set and others within the comparative context". (p. 96). 
The process of categorization is one of relative difference judgements. 
SCT not only describes these comparative relations but also the normative and 
behavioural content that surround the social meaning of the differences between people. 
The perceptual accessibility of the categorization is accounted for. The context dependent 
nature of the categorization process is again emphasised. The category and stimulus must 
also fit for the category process to be set into motion. Two aspects of categorization are 
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evident: comparative fit (meta-contrast) and "best" fit (normative), which in turn both 
affect the perceptual accessibility of the category. 
These two aspects combine to produce a highly salient and context-dependent 
driven self-categorization process. The appropriate level of categorization depends upon 
context. The levels of self-identity are also context-dependent but also interact and are 
interdependent. The individual and social identities of the self are interdependent, each 
playing a significant part in the perception and definition of the other. The interaction of 
the normative and comparative fit hypotheses were empirically tested by Oakes, Turner 
and Haslam (1991). After watching a video discussion between science and arts students, 
the subjects (either science or arts students themselves) were asked to give possible 
explanations for the opinions expressed in the video. The amount of intergroup and 
intragroup disagreements were manipulated by the experimenters. When disagreement 
between the science and arts students on the video were high (comparative fit), the 
subjects talked about the video in terms of their subject status. As well as discussing the 
video in these terms the subjects also displayed intracategory similarities and 
intercategory differences consistent with stereotypical beliefs (normative fit) in this 
condition of high intergroup but low intragroup disagreement. 
More specific predictions from the theory can also be drawn. For example, when 
intergroup differences decrease and intragroup differences increase individual 
categorisations will be favoured. The cognitive effect of accentuation will also play a role 
in the perceived similarities and differences within and between categories. For example, 
a comparative (compared with a non-comparative) context ought to evoke the group level 
of identification. Affective evaluation of the outgroup might also affect the amount of 
ingroup bias and outgroup homogeneity. Haslam, Turner, Oakes and McGarty (1993) 
directly tested this prediction of SCT by assigning subjects to either a comparative 
context of judging a national ingroup and outgroup or a non-comparative context where 
the ingroup or outgroup were judged alone. Subjects were asked to assign a series of traits 
to their own (Australian) and/ or other(American) national group. In order to ascertain 
homogeneity ratings, the subjects were asked to predict what percentage of citizens would 
portray these traits. In the non-comparative context the outgroup was seen as more 
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homogeneous than the ingroup - the typical outgroup homogeneity effect. In the 
comparative context, however, both the ingroup and outgroup were seen as equally 
homogeneous. The context of evaluation therefore has been shown in adults to influence 
the perceived level of ingroup homogeneity. 
3: 2: 4 Criticisms of SCT 
The advantages of SCT over SIT are clearly evident. SCT is far more specific and 
clear predictions can be drawn. It is, however, not without its weaknesses and criticisms. 
Many have claimed SCT is too cognitive and in that sense moving away from the original 
aims of attempting to put the social back into social psychology. Another fundamental 
criticism of the social identity approach in general is that it assumes that social groupings 
and categorisations are 'givens'. Sani (1995) accuses SCT's 'accessibility X fit' 
hypothesis of implying that social group characteristics or stereotypes are 'set' and that 
the individual is incapable of interpreting social reality in an individual manner nor have 
the willingness to change social group orderings through their own course of actions. Any 
one social group is not a stable and fixed unit. Sani highlights the frequency of 
discrepancies within subgroups as well as the values, beliefs and goals that form the core 
of a group's identity. 
This assumption of SCT has led to a main methodological criticism. The 
depiction of particular social groups are often presented to subjects in such a manner as to 
create a sense of a neatly and narrowly defined social group. It is no surprise therefore 
that the subjects frequently present a consensus view of the given categories. Take for 
example the Oakes et al. (1991) experiment that attempts to illustrate the fit principle as 
described earlier. The categories offered to the subjects are predefined and dichotomous. 
In the real world such category distinctions are more complex with multiple definitions 
and combinations available in each scenario. 
SCT, however, does offer a theoretical basis from which to interpret intergroup 
behaviour. Its predictions are clear and concise and as such offers a workable framework 
from which social identity and group processes can be studied. The theory offers a 
variable and fluid interpretation of how individuals behave to make each unique situation 
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appropriate and understandable; variable in the sense that it permits the individual to hold 
a multitude of identities that vary in salience across contexts and fluid in the sense that 
these identities can transcend a multitude of situations, scenarios and contexts. 
3: 3 Social Representations Theory (SRT) 
3: 3: 1 Basic assumptions of SRT 
An important aspect of social identity and social reality that SIT and SCT do not 
take into account is the content or meaning of particular social groupings. SRT, however, 
attempts to investigate this area of social understanding. Moscovici (1961) most 
comprehensively introduced the concept of social representations (SRs) with the 
publication of "La Psychoanalyse, son image et son public". SRs are defined as: 
44 systems of values, ideas and practices with a twofold function: first to establish 
an order which will enable individuals to orient themselves in their material and 
social world and to master it; and secondly to enable communication to take place 
among the members of a community by providing them with a codefor social 
exchange and a code for naming and classifying unambiguously the various 
aspects of their world and their individual and group history". (Moscovici, 1973, 
P. Xiii). 
This definition of SRs clearly intertwines both cognitive and social functions; the 
cognitive functions of orientation and classification as well as the social function of 
communication and social marking. A core defining aspect of SRT is that SRs are 
essentially social in nature. They are social in the way that they are concerned with the 
interaction between the social world and the individual, are socially generated, modified 
and mediated through social interaction. SRs provide a set of shared meanings that 
facilitate communication, social exchange and mutual understanding. 
SRs essentially are systems of beliefs, values, attitudes, ideas and behaviours. 
They are common sense theories concerning the key issues of society that enable society 
to communicate. SRs facilitate communication by providing a common set of definitions 
within each particular social group. Various social groups therefore will have their own 
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set of SRs and in that sense SRs not only make differentiations between social groups 
possible but provide the actual basis for the distinctions. 
3: 3: 2 Mechanisms of SRs 
SRT states that the process of social representing has two mechanisms: anchoring 
(the assimilation and accommodation of new material into familiar categories) and 
objectification (naming of the representation so as to transform the abstract into the 
concrete). These two processes are dialectical. The process of anchoring leads to 
objectification. In a similar vain objectification would not be possible without anchoring. 
The two processes are interdependent but none the less distinct. 
3: 3: 2: 1 Anchoring 
When an unfamiliar object or stimulus is encountered, the process of anchoring 
links the new, unfamiliar object/stimulus to a known familiar object/stimulus. In this 
manner the process of anchoring is a sort of cultural form of the cognitive categorization 
processes of assimilation and accommodation. The anchoring process has been linked to 
identity (Joffe, 1996). Joffe suggests that when individuals encounter novel ideas or 
objects, they anchor them in a way that is known to be acceptable to the social groups 
with which they identify. If., however, the novel stimulus cannot be assimilated into the 
existing framework, the differences between the stimulus and the prototype are 
particularised and differentiated (Augoustinos, 1990). This may result in a distortion of 
the new stimulus so that it can be accommodated into the pre-existing framework. 
Possible risks of misunderstanding the new stimulus are evident. Moscovici (1987) states 
that all SRs " ... contain part truth and part 
illusion or error" (p. 517). Therefore the pre- 
existing SRs of any one social group serve to foster and maintain dominant ideas held by 
that group. 
3: 3: 2: 2 Objectification 
The process of objectification operates in tandem with anchoring. Abstract ideas 
that have been formed into concrete images by the anchoring process are transformed by 
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the objectification process. Objectification produces a functional image of the unfamiliar 
by making the concept real (Moscovici, 1984). This is achieved by transforming the 
unfamiliar into a common, everyday image via the use of metaphor and familiar language. 
For example, abstract scientific concepts are transformed into understandable, everyday 
language (i. e. cancer is commonly referred to as a 'growth' rather than a 'malignant 
tumour'). Moscovici's (1961) study of the common, everyday understanding of 
psychoanalysis is a prime example of the objectification process. The subjects 
(predominately French Catholics) in this study explained that psychoanalysis was like 
visiting the priest for confession. That is, they explained an unknown and unfamiliar 
scientific concept in a familiar and recognisable manner. 
3: 3: 2: 3 The functions of anchoring and objectification 
The functions of the two processes of anchoring and objectification are numerous. 
The processes initially serve the function of making the unfamiliar familiar. Moscovici 
(1984) claims that the unfamiliar evokes feelings of fear and threat and thus the process 
of anchoring the concept to known ideas and objectifying them with common language 
reduces this. By anchoring new ideas to pre-existing frameworks of SRs, the process of 
anchoring also serves the function of maintaining and perpetuating dominant ideas within 
society. In this sense SRs influence the way individuals and groups perceive society and 
reality by forcing them to view novel concepts within the remit of convention. A common 
understanding of the world enhances social communication and mutual understanding of 
society. This, in turn, serves the function of enabling individuals to form opinions and 
judgements about others and events. The world becomes a more manageable and 
understandable place. Additionally, the two processes of anchoring and objectification 
serve to maintain a link with the past. Contemporary understanding is achieved by 
anchoring into and objectifying with past knowledge. Without this link with the past we 
would be overwhelmed by the novelty of everyday life and unable to operate effectively 
within it. 
3: 3: 3 Criticisms of SRT 
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3: 3: 3: 1 Absence of an operational definition 
Potter and Litton (1985) have heavily criticised the fact that SRT has no formal 
definition of a SR. Moscovici (1988) justifies the lack of a formal definition by stating 
that it would stunt theoretical development and encourage research to simply describe 
numerous SRs. Moscovici (1988) wishes to guard against 'mindless fact gathering'. The 
absence of a formal operational definition is also defended by Moscovici by arguing that 
SRs are complex in nature and therefore not easy to define. This is not a simple refusal to 
provide a definition but a realistic appraisal of the true nature of a SR. Simple definitions 
are often misleading. 
Moscovici, however, has provided some definitions of SRs. Moscovici (1973) 
states that a SR is "... a system of values, ideas and practices with a two fold function". 
The two functions referred to here are to establish consensual order and to enable 
communication by the provision of a common code for social exchange. Such definitions 
are unclear and tend to lead to more questions rather than answers. 
As a result of no single, consistent operational definition, researchers have found 
it difficult to select appropriate methods in order to match the theory (Breakwell, 1993; 
Farr, 1994). This has led to many researchers providing their own definition of what 
constitutes a SR and selecting appropriate methods to match their individually tailored 
SRT. Various definitions and eclectic modes of research have resulted, rendering 
comparison between studies difficult (Potter and Litton, 1985; Hammond, 1993). Of 
greater consequence, however, is the fact that no operational definition means that SRT 
cannot be tested empirically and hence lacks basic scientific credibility. Fife-Schaw 
(1993) highlights the significance of this criticism; without the possibility of empirical 
testing, SRT is in danger of being viewed as a philosophy rather than a psychological 
theory of social group processes. 
The inability of the theory to be empirically tested is again highlighted by the 
claim that the SR itself is the independent variable (Wagner, 1993). If the SR itself is the 
independent variable and the SR includes values, attitudes and behaviours, nothing is left 
to be the dependent variable; nothing is left to be measured. By trying to encompass all 
aspects of social understanding, SRT can be seen to loose all (Jahoda, 1988). By being all 
29 
encompassing, SRT leaves itself empirically untestable and hence lacks scientific 
credibility. 
3: 3: 3: 2 Two ways of conceiving SRT 
Despite the numerous definitions of SRs, two emergent themes are evident. SRT 
can be viewed either as a theory of shared representations, or as a theory of collective 
representations. The shared approach (Jaspers and Fraser, 1984; Potter and Litton, 1985) 
views SRs as shared beliefs. The central consideration of this approach is the degree to 
which there is shared ideation. The amount of 'sharedness' allows the researcher to 
decide whether a specific concept is a SR or not. This approach can be criticised, 
however, for reducing the theory to nothing more than an exercise in calculating the 
consensus of ideas, a mere number crunching activity. The collective approach to SRT 
has far wider implications and is closer to Moscovici's original notion of SRT. Within 
this conceptualisation, SRs are independent and concerned with the study of social group 
differences. The concern here is not with measuring amount but with the social processes 
involved in the formation, modification and maintenance of the SRs within any given 
society or social group. The lack of a clear consensus to SRT research is highlighted and 
many of the concerns outlined above are reiterated. 
3: 3: 3: 3 Circularity problems 
Throughout recent years, SRT has been increasingly used to investigate both 
adults' and children's understanding of the social world (Duveen and Lloyd, 1990; 
Breakwell and Canter, 1993; de Rosa, 1993). The theory essentially proposes that each 
social group has its own set of particular meanings and nuances. These SRs are socially 
transmitted and filtered to all members of the group so as to facilitate communication and 
mutual understanding. The processes by which the social group meanings are 
operationalised are anchoring and objectification as outlined above. 
Potter and Litton (1985), however, have criticised this very aspect of SRT. The 
fact that the SRs define the group and the social group define their own SRs indicates an 
impossible 'chicken and egg' scenario. The question arises as to what constitutes a social 
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group and whether this is determined by the SRS or if the group determines the SRs. SRT 
fails to provide an adequate explanation. Another problem of circularity that SRT 
encounters is that the theory states that the SR is imposed upon the individual. The 
individual, however, is also responsible for the active construction and reconstruction of 
SRs. The role of the individual is ill-defined. 
SRs, however, have also been defined in terms of their core and peripheral 
concepts (Abric, 1984). The core of the SR are those elements that define that concept 
universally. Here the emphasis is placed upon the content of the SR thus the ability of the 
SR to distinguish between social groups is minimised and the circularity issue avoided. 
Also, if SRT is seen as a meta-theoretical approach to social psychology in general (Farr, 
1994) the problems of circularity are also limited because these social group differences 
become secondary. 
3: 3: 4 The application of SRT to children's socio-cognitive development 
In recent years, SRT has been increasingly applied to children's socio-cognitive 
development (Smith and Lloyd, 1978; Lloyd and Smith, 1985; Duveen and Lloyd, 1990; 
Emler and Ohana, 1993). Emler and Ohana propose that a SR approach to children's 
social development provides a better and more complete picture compared with the 
traditional cognitive-constructivist and social learning theory approaches to children's 
socio-cognitive development. They propose that children are born de facto members of 
particular social groups and that the beliefs, feelings and knowledge which they share 
with other members of these social groups are reflected in how they, as individuals, 
understand their social environment. The social environment within which the child 
develops is seen as a greater explanatory source of that child's social understanding than 
their level of cognitive development. This theoretical approach acknowledges that the 
child has his/her own social environment to make sense of, and that the ultimate 
understanding of the social world is not necessarily the adult version. The child is 
credited with their own social reality. 
3: 3: 4: 1 Ontogenesis of social knowledge 
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Duveen and Lloyd (1990) suggest that SRs are transmitted and generated in 
society via three main processes: sociogenesis, ontogenesis and microgenesis. 
Sociogenesis is the process by which SRs are generated and evolve over time. 
Ontogenesis is the most interesting process of SRs for developmental psychologists as it 
describes how existing SRs become active for the individual. It is the process by which 
the SR becomes active for the individual via the access of social identities. Microgenesis 
is the construal of SRs in everyday social interactions. Language is the main medium for 
such interactions but other mediums such as body language, mood, music and pictorial 
representations can also be part of the social interactions that make up microgenetic 
processes. 
From a developmental perspective, the accumulation of knowledge and social 
understanding arises from microgenetic processes of communication and social 
interactions with parents, siblings, peers, teachers and the media in general. In turn these 
interactions lead to changes in their SRs and understanding of the world around via the 
processes of anchoring and objectification as outlined earlier (see section 3: 4: 3). At this 
level it is obvious that no actual changes at the social level are initiated and hence 
sociogenesis is not necessarily involved. Therefore, child development within the remit of 
SRT is seen as an active process of child comprehension as well as clearly explaining and 
allowing for socio-cultural influences. 
3: 3: 4: 2 Advantages of the SR approach to child development 
Emler and Ohana (1993) state four advantages of a SR approach to children's 
socio-cognitive development: communication, content, community and culture. 
Communication refers to how children talk about and reconstruct an understanding of 
their own social world. The traditional cognitive-constructivist approach to child 
development took children's verbal comments as evidence or clues of their internal 
cognitive structures. Language was the means by which the process of thought was 
uncovered and this process of thought was seen as essentially an internal mental activity. 
The social learning approach to child development has in the main ignored the role of 
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language in assessing children's social understanding. Instead the actual behaviour of the 
child has been the favoured focus of analysis. 
The SR approach focuses upon communication because SRs essentially are 
communicated ideas. Language is a means of communication and sharing of thoughts. 
Language is not a one-way process of expressing internally held beliefs but rather an 
active construction and reconstruction of thought. The child does not only voice their 
thoughts via language but also seeks to share them with others. In sharing them with 
others they are actively constructed and reconstructed. According to Emler's SR 
approach, the very words children utter are intentional communicative acts. They are the 
children's understanding of their social world. The focus of SRT upon language and 
communication therefore is central to understanding how the child understands their 
social environment. 
Secondly, the SR approach to children's socio-cognitive development emphasises 
the structured content of SRs. Emler and Ohana (1993) criticise the traditional cognitive- 
constructivist approaches for failing to distinguish between content and structure by 
accepting that the children's answers (the content) can be used to suggest the structure or 
organisation of thought. The emphasis of this approach has been to analyse the underlying 
structure of thought. The SR approach, however, claims that it is illogical to try and 
ascertain cognitive structures from children's responses or content. The content of 
children's thoughts cannot be dissected in this manner. The SR approach places greater 
value upon the content of the child's thoughts because it is this very content that 
embodies the understanding of the social environment. Furthermore, Emler and Ohana 
(1993) stress that the content of child's thinking is more likely to be the product of 
functional reality (i. e. it has actual pertinence and relevance to the child's actual social 
environment) rather than a distinct cognitive structure. 
Thirdly, SRT incorporates a cultural dimension into an understanding of child 
development. In contrast to the cognitive-constructivist approach, the SR approach 
emphasises that the society around the child provides the basis of their social knowledge. 
The cognitive-constructivist approach ignores the relativity of children's learning, 
claiming that all knowledge is universal and independent of cultural influences. Cultural 
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differences in how children understand their social world have been found in numerous 
studies. For example, a study cited by Emler and Ohana (1993) found that children from 
Scotland and France differed in how they viewed retaliation and punitive action; the 
French children were more enthusiastic for direct action than the Scottish children. These 
differences were found not to alter with age suggesting that these findings are indeed 
indicative of cultural variations rather than universal cognitive structures. Culture is a 
fundamental aspect of child development and ought to be an integral aspect of any theory 
concerning child development. 
The fourth advantage of SRT is that it includes the proposal that the child's 
immediate social environment or community provides the framework within which 
children's thinking develops. Emler and Ohana (1993) suggest that children do not 
acquire certain facts and moralities because they are universal, rational, objective ways of 
thinking but rather because they are accepted and acknowledged ways of thinking within 
their own community. Children's thinking is likely to reflect the thinking of their 
community. Buchanan-Barrow (1996) demonstrated in a series of studies investigating 
children's political understanding in three different schools the importance of their own 
community in how children expressed and understood the power structure of schools. The 
results of these studies indicated that the children's differences in understanding could be 
attributed to the particular school attended rather than age or level of cognitive 
development. 
3: 3: 4: 3 Criticisms of the SR approach to children's socio-cognitive development 
The SR approach to child development suggests that all knowledge is socially 
mediated. Although the theory does suggest that cognitive functioning is governed by 
social regulations (Doise, Clemence and Lorenzi-Cioldi, 1993) there are no indications 
how cognitive factors may influence how children learn about or understand their social 
environment. The theory does not indicate how the processes of objectification and 
anchoring operate in children. In order for a novel concept to be anchored, there must be 
something for it to anchor to. Thus, SRT does not explain how the vast range of 
information that a young child is presented with firstly, is begun to be understood and 
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secondly, is incorporated into their current understanding. No limits are placed upon what 
the child is able to understand at any one point in time or the order in which they 
understand it. The theory does not adequately explain how learning is initiated and 
maintained. Although the recognition of community and cultural influences is an 
important one, the cognitive processes and structures advocated by the cognitive- 
constructivists and social learning theorists also demand attention. 
Related to the above criticism is the fact that SRT only predicts social group or 
cultural trends, no age-related trends are expected. Age-related trends, however, are 
prolific in a wide range of developmental literature concerning both cognitive (Piaget and 
Inhelder, 1969; Donaldson, 1978) and socio-cognitive (Piaget and Weil, 195 1; Kohlberg, 
1975,1976; and Aboud, 1984,1988) development. These age-related trends suggest that 
the organisation of underlying cognitive structures and processes in children alter and 
develop with age affecting their understanding. The abundance of research that uncovers 
age-related trends cannot be ignored. Although SRT offers an alternative explanation of 
child development and benefits from a clear social and cultural directive, it does not 
adequately account for or explain the cognitive influences present in the learning process. 
3: 4 The Cognitive-Constructivist Approach 
3: 4: 1 Basis of Piaget's cognitive theory of children's socio-cognitive development 
The cognitive-constructivist approach to child development arose from Piaget's 
(1950,1952,1956) epistemological theory of child development. His over-riding aim was 
to discover the quality and nature of children's concept attainment at any particular time 
in their lives. Piaget was primarily interested in how children come to know and 
understand the concepts of space, time, causality and quantity. He was interested in how 
and when children construct their understanding of these basic concepts (i. e. a cognitive- 
constructivist approach). 
At the heart of Piaget's theory of child development are three basic approaches: 
biological, structural and stage. Firstly, the biological approach suggests that intelligence 
and cognitive development are processes of adaptation. Adaptation involves the processes 
of assimilation and accommodation. The process of assimilation is the fitting of new 
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knowledge into one's current cognitive organisation. Accommodation, on the other hand, 
is the process of adjustments made when something new cannot be incorporated into 
existing structures of knowledge. When a new stimulus is encountered that cannot be 
assimilated within one's current cognitive organisation of knowledge, a reorganisation of 
the current cognitive structure is required. The accommodation process thus provides a 
better assimilation of that stimulus. Discrepancies between a new stimulus and current 
underlying structure of cognitive understanding demands a change in the current structure 
and thus initiates change or adaptation. When an equilibrium between assimilation and 
accommodation has been achieved, change or development can be said to have taken 
place. Therefore, the cognitive-constructivist approach suggests that knowledge 
development progresses through stages of equilibrium and when this is upset 
development is sparked as new ways of accommodating, assimilating and organising 
knowledge are sought. 
Secondly, the structural approach suggests that there are universal sets of mental 
operations that underlie a wide variety of thinking processes (i. e. an underlying structure). 
These underlying structures organise our thinking and help us to adapt to the environment 
at each stage of development. The way of thinking that characterizes each particular stage 
is applied across all cognitive domains (i. e. domain generality). Domain generality 
suggests that the child's current cognitive structures and associated characteristics 
determine not only how they understand the physical world but also how they will 
understand their social world. For example, during the preoperational stage, development 
is characterised by restrictions in the way the child organises their patterns of thought (i. e. 
egocentricism, rigidity of thought, semi-logical reasoning and limited social cognition). 
The preoperational child therefore has difficulty in turn-taking, making distinctions 
between man-made and natural products as well as identity constancy. Therefore all areas 
of cognitive and social understanding during this stage of development are thought to be 
egocentric and rigid. 
Thirdly, the stage approach suggests that are sequential levels of adaptation within 
which the child's structure of thought processes are different. Piaget suggests that these 
stages of development are universal and invariant in sequence. Piaget's theory suggests 
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that all children everywhere will develop via the same developmental stages (i. e. 
universality). Cross-cultural and experiential differences are predicted to be minimal. 
Piaget maintained that although familiarity and experience could advance development in 
specific areas (e. g. Piaget (1952) noted that potter's children often displayed an ability to 
conserve mass before children without explicit experience of clay), universality was still 
dominant. 
The stage approach of the cognitive-constructivist account of child development 
also suggests that the sequence from each stage to the next is invariant. Each and every 
'normal' child will follow the sensori-motor, preoperational, concrete operational and 
formal operational path of development. For example, Kohlberg (1969,1976) describes 
the development of morality in three stages: firstly, morality is understood in terms of the 
self, external events and consequences (preconventional morality); secondly, morality is 
understood in terms of the actor's intentions, personal relationships and conformity 
(conventional morality); and finally, social morality and universal ethical principles will 
be considered (postconventional morality). The cognitive-constructivist account suggests 
that this pattern of moral development is fixed and that it is not possible to understand 
morality in postconventional. terms without first having developed preconventional and 
conventional morality. 
Therefore, the cognitive-constructivist theory suggests that as the child develops 
through these stages, interaction with their environment alters how thought processes are 
structured via the adaptive processes of assimilation and accommodation. In addition, 
while the child is within each stage of development, the current underlying cognitive 
structures determine how the child interprets and views the environment so the child's 
socio-cognitive development mirrors their cognitive development. Small discrepancies 
between the cognitive structure and environment within each stage of development 
initiate change (adaptation of thought) and hence subsequent development. Hence the 
cognitive-constructivist approach proposes that the development of thought is a long, 
slow process that unfolds gradually with accommodation and assimilation being present 
at every cognitive act stimulating development. The child is an active agent in their own 
development not simply a passive recipient of external knowledge. 
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3: 4: 3 Contemporary cognitive-constructivist approaches to children's socio-cognitive 
development 
3: 4: 3: 1 Cultural differences and impact of the child's social environment 
Piagetian theory can be criticised for concentrating too heavily upon the child's 
understanding of mathematics, logic and the physical world; little time has been devoted 
by the theory to the child's social development. Piaget, however, did propose that how the 
child comprehends the social world is dependent upon their current stage of cognitive 
development. The child's understanding of social issues such as nationality, morality and 
ethnicity (Piaget and Weil, 195 1; Kohlberg, 1975,1976; and Aboud, 1988) were described 
in stage-like progressions that mirrored the path of cognitive development. Piagetian 
theory therefore essentially proposes that the child's social development will follow an 
ordered, universal sequence (all aspects of the social environment will be understood at 
the level that cognitive development permits), and is dependent upon the child's current 
structure of logical reasoning despite social and/or cultural differences. Children's social 
development is construed as an active, independent striving for knowledge. Evidence for 
this account has been proposed by Piaget and Weil's (195 1) study investigating children's 
understanding of the homeland, Kohlberg's (1969,1976) stages of moral development and 
Aboud's (1988) account of children's understanding of ethnicity and prejudice. 
Subsequent research (Emler and Ohana, 1993; Dickinson, 1997), however, has 
shown that individual and cultural differences do exist in children's understanding of their 
social environment as well as cognitive development. For example, Emler and Dickinson 
(1985) found that children's economic understanding differed according to their social 
economic background rather than age. Similar results have also been found by Dickinson 
(1997) with regard to children's understanding of economics. Young children have also 
been found to be very aware of the wider socio-historical rules that govern their 
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social world (Much and Schweder., 1978) and are very adept at using them (Haste, 1987). 
Cultural and social factors have also been found to affect how the child comprehends 
more cognitive-based tasks (Carraher, Carraher and Schliemann, 1985). 
Children's moral development also has been shown to be influenced by different 
styles of parental discipline (Hoffman, 1977,1987). Children whose parents favour 
inductive discipline generally have more mature morality than children whose parents 
favour power-assertive or love-orientated styles of discipline; although the cause-effect 
relationship of such correlation-based research is always uncertain, the findings do 
suggest that different social environments do affect children's socio-cognitive 
development. The cognitive emphasis of the cognitive-constructivist approach to 
children's socio-cognitive development has also been criticised for neglecting alternative 
factors that may also contribute to moral judgement and action (Haste, 1990,1993). Haste 
(1990) illustrates that moral responsibility and commitment can develop from affective 
experiences such as a moral crisis or long-term immersion in an environment where 
public responsibility is taken for granted. Moral development does not always arise from 
a level of cognitive reasoning sufficient for integration of perception, moral action and 
motivation. In placing the emphasis upon the cognitive element and giving it precedence 
over affective factors of development, the cognitive-constructivist model of children's 
socio-cognitive development restricts high moral commitment to high levels of moral 
development. 
Children's development of political understanding also has been found to be 
influenced by social factors. Buchanan-Barrow (1996) found that children's 
understanding of the political set-up of the school was affected by the particular school 
attended as well as further individual differences that were not consistent with a 
cognitive-constructivist model of children's socio-cognitive development. Haste (1992) 
illustrates that although children do integrate information from numerous domains Of 
understanding in order to construct their political understandings (i. e. domain generality 
consistent with a cognitive-constructivist model), they do so within a cultural context. 
The failure of the Piagetian theory to take into account the possibility of social and 
contextual influences by suggesting a universal stage-like progression of socio-cognitive 
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understanding is restrictive. The indication that there are social and cultural differences in 
children's understanding of certain issues suggests that there is not necessarily a universal 
underlying cognitive structure that determines social and cognitive understanding. The 
environment within which the child develops may have a greater impact upon cognitive 
and social development than the traditional cognitive-constructivist model suggests 
(Turiel, 1983). 
3: 4: 3: 2 Alternatives to the stage approach 
The Piagetian approach describes child development as a progression of stages. 
The description of child development as a neat progression of stages tends to simplify the 
reality of the developmental process. Piaget himself admitted that complete domain 
generality was not always present as a true universal, stage theory would in actual fact 
predict. For example, the conservation of length typically occurs two or three years before 
the conservation of weight. Flavell (1982) highlighted the complexity and ambiguity in 
Piaget's stage account. Instead of conceiving the stages as rigid, coherent units, Flavell 
suggests that the notion of stages within the cognitive-constructivist approach to 
cognitive development be considered as points of reference; more like phases rather than 
stages of development. 
With regard to children's socio-cognitive development the restrictions of the stage 
approach are also evident. Piaget (1929) presented a stage account of children's 
understanding of the properties of inanimate and animate objects. Piaget suggested that it 
was common for children throughout the pre-school years to attribute independent actions 
and thoughts to inanimate objects such as the clouds, rivers, the sun and the moon due to 
their egocentric understanding of the social world. Subsequent research suggests that 
much younger children, however, do appreciate the inanimacy of everyday objects with 
which they are familiar. Golinkoff and Harding (1980) found children as young as 2 years 
old showed surprise when a chair seemingly moved by itself but not when moved by an 
adult. The child's social familiarity and knowledge of the social world does seem to 
impact upon their understanding. 
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Differences have also been uncovered in children's understanding of ethnic and 
gender constancy where gender identity constancy develops much earlier than ethnic 
(Aboud and Skerry, 1983). Therefore, familiarity with certain objects or concepts 
increases the understanding that may not necessarily reflect the current 'stage' of 
development. The Piagetian claim of an underlying, universal cognitive structure that 
determines how the world, both physical and social, is understood in line with any one 
particular stage of development is questioned. Turiel (1983) purports that a single set of 
stages is insufficient to explain development in such a complex area as the understanding 
of the social world. 
3: 4: 3: 3 Methodological revisions 
Certain methodological criticisms have also been leveled at the traditional 
cognitive-constructivist model of child development (Bryant, 1974; Donaldson, 1978; 
Gelman and Gallistel, 1978). Piaget formed his theory upon ad hoc clinical interviews 
and experiments with a limited number of children (often his own). Piaget often failed to 
report the exact number of his subjects within each stage of development nor did he tend 
to report the actual frequency with which certain responses were obtained. For example, 
Piaget and Weil (1951) report a study of children's understanding of the homeland 
without any frequency data and limited subject details. The ability to generalise from his 
findings is therefore questionable. 
Some of the traditional Piagetian tasks have also been criticised. Donaldson 
(1978) clearly demonstrated that children well below Piaget's suggested stage of concrete 
operational thought are capable of successfully performing such tasks as conservation and 
class inclusion. Children below the age of seven also demonstrate non-egocentric 
behaviour when the traditional Piagetian three mountain task was modified (Hughes, 
1986). These results could imply that the Piagetian stages simply occur earlier than 
initially thought. They also suggest that the social context and perceived experimental 
intention (Light and Butterworth, 1992) can be far more indicative of the child's ability to 
perform successfully on such tasks than initially indicated by the Piagetian universal, 
cognitive stage account of development. 
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The importance of language and children's understanding of verbal instructions 
have also been highlighted by contemporary cognitive-constructivist theorists 
(Donaldson, 1978; Gelman and Spelke, 198 1; Light and Butterworth, 1992). For example 
in the traditional class inclusion task the child is asked, "are there more flowers or more 
red flowers? " (cited in Donaldson, 1978, p. 43). Piaget's questions given to children 
concerning the properties of inanimate objects such as the sun included whether the child 
knew if "the sun knows where it is moving" (cited in Gelman and Spelke, 198 1, p. 5 1). 
The possibility to misconstrue the meaning of such questions is evident for adults let 
alone young children. Kohlberg's (1969,1976) methodology has also been criticised for 
its complexity and lack of relevance to the child's everyday world (Schaffer, 1996). The 
ambiguous nature of the methodology questions whether the children actually understand 
exactly what was being asked of them in these studies. 
Povey and Hill (1975) demonstrated that when pictorial instructions were given to 
young children aged between 4 and 5 years old they demonstrated an ability to form 
specific and generic concepts; that is, children are not necessarily preconceptual below 
the age of seven. Similarly McGarrigle, Grieve and Hughes (1978) simply added 
additional defining clues to counteract any communication difficulties in the classic class 
inclusion tasks and managed to raise the success rate of pre-school children from 25% to 
48%. Many of the traditional Piagetian tasks therefore underestimate the conceptual 
abilities of the child since they do not allow the child to comprehend the meaning of the 
task in the first place. The importance of the chosen medium used to communicate to 
children and facilitate their understanding of the task at hand is highlighted and an 
essential requirement in order not to underestimate the cognitive capabilities of the child. 
3: 5 The development of national identity in children: theoretical predictions of these 
four accounts 
Four (three social psychological and one developmental) theories have been 
reviewed which could be used to explain how children may develop and exhibit a sense 
of national identity; SIT, SCT, SRT and the cognitive-constructivist approach. The 
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specific predictions that each one of these approaches makes regarding children's 
development of national identity now follows. 
3: 5: 1 The SITpredictions 
SIT makes some very clear and specific predictions concerning intergroup 
behaviour. It must be noted that although SIT can and indeed has been applied within a 
developmental context, the theory itself does not make any specific developmental 
predictions. The predictions that SIT does make fall into two main types; those 
concerning group homogeneity and those concerning group evaluations. 
With regard to group homogeneity, SIT predicts that the strength of identification 
correlates with both ingroup and outgroup homogeneity. SIT predicts that the when a 
social category is salient, both the ingroup and outgroup will be perceived as 
homogeneous. Therefore children who have a strong sense of national identity will be 
more likely to perceive national groups in more homogeneous terms. 
With regard to group evaluations, SIT predicts that representations of the ingroup 
and outgroups will be based upon dimensions that produce ingroup distinctiveness and 
ingroup favouritism. The strength of identification will also correlate with a positive 
evaluation of the ingroup. Self-esteem should also correlate with positivity of the ingroup. 
Therefore, according to SIT children should demonstrate national ingroup favouritism 
and this should correlate positively with their strength of national identification and self- 
esteem. When evaluating an outgroup, children should compare national groups on 
dimensions that enhance ingroup distinctiveness, ingroup favouritism and outgroup 
denigration. 
3: 5: 2 The SCTpredictions 
Like SIT, SCT is concerned with intergroup behaviour per se and the theory itself 
does not make any specific developmental predictions. The predictions of SCT can be 
seen to fall into three main areas; identity salience, group homogeneity and stereotype 
content. Firstly, SCT predicts that identity salience will vary according to the 
comparative context. Therefore SCT suggests that the salience of children's national 
43 
identity will be maximised in contexts where other national groups are present but no 
superordinate category is present. On the other hand, salience of the national identity will 
be minimised in contexts where only the national ingroup is present. The actual context 
of identity evaluation therefore may affect how salient the national identity is to children. 
This prediction suggests that children in a minority context (e. g. minority national groups 
who live within a larger state which is governed by a dominant majority outgroup such as 
Scotland within Britain or Catalonia within Spain) will demonstrate a salient national 
identity. 
Secondly, SCT predicts that group homogeneity will also be influenced by the 
context. SCT predicts that when the ingroup is present alone, ingroup homogeneity will 
be low. In a comparative context, however, both ingroup and outgroup homogeneity are 
maximised. Therefore in a comparative context children should demonstrate both national 
ingroup and outgroup homogeneity effects. These predictions of SCT concerning group 
homogeneity also suggest that children in a minority context (e. g. minority national 
groups who live within a larger state which is governed by a dominant majority outgroup) 
will demonstrate higher ingroup homogeneity than their majority counterparts. 
Thirdly, with regard to stereotype content, SCT predicts that this is also subject to 
context effects. SCT predicts that stereotype content will change in conjunction with 
comparative contexts in order to maintain comparison on relative dimensions. These 
changes in stereotype content serve two functions: firstly, to maintain positive 
connotations of the ingroup and negative connotations for the outgroup; and secondly, to 
retain a positive self-esteem since the stereotype content is adapted in favour of the 
ingroup. Therefore, SCT predicts that children will describe national groups differently 
according to the comparative context and these changes will serve to maximise ingroup 
favouritism and a positive self-esteem. 
3: 5: 3 The SRTpredictions 
The SRs approach to children's socio-cognitive development makes three basic 
predictions concerning children's development of a national identity. Firstly, SRT 
predicts that the social group to which the child belongs will be the over-riding factor in 
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how the child understands their social world. Cross-cultural and social-group differences 
will be the dominant factor in how the child understands their national identity. 
Secondly, SRT suggests that children are members of particular social groups, and 
as such share certain beliefs, feelings and knowledge with other members of these social 
groups. SRT therefore predicts that these beliefs, feelings and knowledge held by other 
members of the social group to which the child belongs will be directly related to how the 
child understands their national identity. 
Thirdly, SRT predicts that no age-related trends ought to be present in children's 
development of a national identity unless the age groups are representative of different 
social groups or levels of experience. SRT does not make any predictions that cognitive 
development will affect how children develop an understanding of social issues. No 
universal or stage-like predictions are made concerning how children will develop a sense 
of national identity. 
3: 5: 4 The cognitive-constructivist predictions 
The predictions that the traditional cognitive-constructivist theory makes 
concerning children's development of national identity are consistent with the three basic 
premises outlined in Section 3: 4 (i. e. domain generality, universality and invariance of 
stages). 
The first assumption of the traditional cognitive-constructivist account is that each 
stage of development is separate and marked by different behaviours and ways of 
thinking which are applied across all cognitive domains (i. e. domain generality). This 
suggests that once understanding of a particular concept is obtained, other domains will 
also be understood in a similar manner. All aspects of the social world will be understood 
more or less at the same time dictated by the current level of the child's underlying 
cognitive structures. For example, once a non-egocentric understanding of the nation and 
national identity are evident, the child should also demonstrate a non-egocentric 
understanding of perspective taking. Another example is that when identity constancy has 
been understood for one identity construct, it should also be understood for all other 
identities. Therefore age-related trends consistent with the four stages of development 
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(sensori-motor, preoperational, concrete operational and formal operational) will be 
evident in children's socio-cognitive development. Below the age of seven children will 
have a limited social understanding characterised by a lack of reciprocity, rigidity of 
thought patterns and egocentricism. Children above the age of seven will be able to 
understand issues such as reciprocity and are not constrained by an egocentric 
interpretation of their social world. The development of a national identity therefore 
ought to be characterised by a shift in understanding at around this age. A correlation 
between children's cognitive abilities and social understanding should also be present. 
The second basic premise of the traditional cognitive constructivist account of 
children's socio-cognitive development is that development is universal. It is therefore 
predicted that universality of understanding the social world will be present. This premise 
of universality suggests that cross-cultural and/or social influences will only minimally 
affect how the child understands the social environment. The pattern of developing a 
national identity should be constant regardless of the social group to which the child 
belongs. 
The third assumption of the traditional cognitive-constructivist account of 
children's socio-cognitive development is that the progression from the sensori-motor 
stage to the formal operational stage via the preoperational and concrete operational 
stages is invariant. Thus the development of a national identity and understanding of the 
nation will reflect these stages in this sequence. Again clear age-related trends are 
predicted. 
Contemporary cognitive-constructivist approaches to children's socio-cognitive 
development as reviewed in Section 3: 4, however, would make slightly different 
predictions concerning children's development of national identity. Contemporary 
cognitive-constructivist accounts would still make the same predictions in line with those 
outlined above with regard to domain generality although empirical validation of this 
would be problematic. In addition, the identified context-dependent nature of children's 
understanding and its effect upon task performance mean that weaker predictions 
concerning universality and a strict adherence to the stages prescribed by Piaget would be 
made by contemporary cognitive-constructivists. Some cultural and experiential 
46 
differences would be expected to affect children's understanding of certain issues. The 
contextual sensitivity of the child and task-demand effects mean that the exact age of 
development shifts in understanding may be evident earlier than the original Piagetian 
predictions. Therefore, with regard to children's development of national identity, 
contemporary cognitive-constructivists would still predict that the child's current stage of 
cognitive development will underline their understanding of such social issues but both 
age and experiential variations in the timing of these stages may occur. 
3: 6 Summary of Theoretical Frameworks 
The theoretical approaches of SIT, SCT and SRT all attempt to analyse intergroup 
relations and acknowledge the essential social nature of the self All three of these 
approaches therefore can be used as frameworks for the study of identity whether it be 
gender, religious, ethnic or national. SIT and SCT tend to concentrate on the cognitive 
dimensions of process and structure of intergroup relations whereas SRT concentrates 
upon the content aspect of social relations and understanding. Although the focus of these 
theories vary, they can be used to complement one another providing insights into both 
the content and process of identity. 
It is important to note that these theories (SIT, SCT and SRT) are not 
developmental theories. However, they can be applied within a development context in 
order to ascertain if the processes purported are operational in young children. Such 
theories can provide a basis for empirical work into the processes involved in the 
development of children's national identity. 
The cognitive-constructivist and SRT approaches to children's socio-cognitive 
development have also been explored. The cognitive-constructivist approach has tended 
to underplay the importance of the social influence present in children's understanding of 
the social world. On the other hand, the SRs approach fails to adequately account for any 
mediating cognitive factors. The relative merits of these approaches are now examined 
through an exploration of the current existing literature on children's development of 
ethnic and national identity. 
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CHAPTER FOUR 
Empirical Studies 
The previous chapter outlined the social and developmental theories that have 
been used to study intergroup relations and the development of social knowledge in 
children. This chapter assesses how these theories have been applied to social 
development and identity formation in children. The development of ethnic identity has 
been studied in great detail and shall be discussed and analysed with respect to the 
theoretical perspectives previously discussed. The existing literature on the development 
of children's national identity will then be reviewed. 
4: 1 The Development of Ethnic Identity in Children 
4: 1: 1 The distinction between ethnicity and nationality 
Ethnicity is clearly related to nationality as one's national identity is often 
determined by one's ethnic origins. Ethnicity often relates to one's nationality. There are, 
however., some important distinctions between ethnicity and nationality that require 
clarification. Firstly, nationality is defined in terms of geographical boundaries that are set 
in international law. Smith (1991) distinguishes between ethnic groups and national 
groups by the fact that national groups are constrained by these geographical boundaries 
whereas ethnic groups are not. Secondly, ethnicity is frequently evident from physical 
features alone whereas nationality is not. For example, it is easy to distinguish between an 
Oriental Asian and an Anglo-Saxon European whereas it is not so easy to distinguish 
between French and English people on physical characteristics alone. Thirdly, ethnicity is 
different from nationality in the fact that many people live within ethnically mixed 
communities but rarely do people live in communities of high national diversity. The two 
concepts of nationality and ethnicity therefore, although quite similar, are in fact quite 
distinct and ought not to be confused. 
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4: 1: 2 Children's ability to categorise the social world 
One of the first steps required in order to develop a sense of identity, whether it be 
gender, ethnic or national, is the ability to categorize the social world accordingly. One of 
the first studies that attempted to investigate ethnic awareness in children was that of 
Clark and Clark (1947). The child was presented with two dolls; one white with blonde 
hair and one black with dark hair. The child was then asked a series of questions relating 
to the dolls. Seventy-seven percent of the youngest children (aged three) were able to 
correctly identify the white from the coloured doll indicating an awareness of the category 
ethnic groups. However, methodological problems are evident. The children were given 
only a dichotomous choice between two ethnicities rendering interpretation of the results 
difficult. The application of these "doll" studies to children's actual appreciation of the 
real world categories can be questioned. 
The salience of ethnicity as a social category for young children has been 
supported by other similar studies (Horowitz and Horowitz, 1938; Williams and Morland, 
1976). Both of these subsequent studies included more than one criterion for the possible 
category judgements thus avoiding the difficulties in presenting children with a 
dichotomous choice. Similar results,, however, were obtained and young children were 
shown to be able to easily categorize social stimuli in terms of ethnicity. 
Ethnicity, along with gender (see Golombok and Fivush, 1994, for a summary of 
the research into children's gender identity development), appears to be one of the most 
salient social category distinctions available to and used by young children. One of the 
most frequently used methods for ascertaining the salience of these categories in young 
children has been photograph sorting tasks. Children are presented with an array of 
photographs and asked to sort them into relevant groups. Yee and Brown (1988) 
employed this task with white British children aged from three to nine years. The age, 
sex, ethnicity and hair colour of the people presented in the photographs were 
systematically varied thus permitting all of these categories as possible grouping criteria. 
The children primarily grouped the photographs according to ethnicity. Outgroup 
homogeneity effects were found to be present in the sorting of the photographs for the 
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oldest children; the Indian sub-group was often simply sorted into one pile whereas the 
older children would often then sub-divide the white group into age, hair colour and/or 
sex. Familiarity and knowledge of the ingroup seem to influence how the children 
categorize the given social stimuli. It is important to note that these results are at variance 
with the SCT predictions that evaluations of the ingroup in a comparative context ought 
to induce both ingroup and outgroup homogeneity. 
Cultural and contextual variations of the photograph sorting task (Davey, 1983; 
Ferraresi, 1988) have revealed some interesting findings. Davey (1983) asked the children 
to sort the photographs and then he asked them to put together pairs of children who 
would like to play together. Instead of ethnicity predominately affecting the choices, 
gender was now found to influence who the children placed together. The overriding 
purpose of the task therefore can affect how the groups are categorized. Ferraresi (1988) 
presented the Yee and Brown (1988) photographs to 4-5 year old Italian children. The 
Italian children predominately used hair colour followed by gender in order to group the 
photographs rather than ethnicity. The social context within which the child is asked to 
categorize social material is indicated as an important factor in children's awareness of 
social categories supporting a SRT account of children's socio-cognitive development. 
4: 1: 3 Self- categorization 
It is evident from the research outlined above that ethnicity is one of the earliest 
recognised and used social categories. As the child categorizes the social world, a sense 
of identity emerges as the child then attributes the relevant category dimensions to the 
self. The associated societal and cultural beliefs and practices that provide a meaningful 
basis for these category distinctions then must be intemalised. The pattern of developing 
a sense of ethnic identity has been studied in detail (Goodman, 1952; Giles, 1977; Aboud, 
19849 1988; Doyle, Beaudet and Aboud, 1988; Doyle and Aboud, 1995; Aboud and 
Doyle, 1996a, 1996b). 
Aboud and Mitchell (1977) assessed whether children could correctly identify 
their own ethnicity. The children were asked if they could place a series of photographs of 
men and boys of various ethnic origins on a similarity board to indicate how similar they 
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were to themselves. The photographs of the men were placed first and then the photos of 
the boys were placed alongside which adult the subject thought would make the best 
uncle or brother. Children aged 6-10 years old were fairly competent at this task 
illustrating that self-identification in terms of ethnicity was present. Younger children, 
however, often assigned the outgroup peer to the ingroup uncle. Aboud (1988) explains 
this in terms of egocentricism in line with Piaget's cognitive-constructivist theory of 
development. Many recent studies have shown that young children are not necessarily 
egocentric (Borke, 1971; Hughes, 1975; Donaldson, 1978; Flavell, 1982,1985) but rather 
experimental design or subtleties of the social context are often misconstrued by the 
child. Explaining these findings of allocating an outgroup peer to an ingroup uncle in 
terms of egocentricism can be questioned in the light of these methodological concerns. 
Alternatively the allocation of the outgroup peer to an ingroup uncle simply may be due 
to degree of familiarity with the ingroup figure. It can be concluded, however, that from 
an early age the child does recognise their own and others' ethnicity. 
4: 1: 4 Ethnic constancy 
Another step in the process of developing an ethnic identity is to acknowledge that 
ethnicity is fixed, that it does not alter in various situations nor can it be altered by modes 
of dress or any other artificial means. Aboud (1984) suggests that ethnic constancy is not 
achieved in children until 8 years of age. She showed 6-9 year old children a series of 
photographs; the first depicting an Italian boy in usual dress and subsequent photographs 
depicting the same child at progressive stages of dressing up in a native Indian costume. 
Photographs were also shown to the children that illustrated the reverse; a native Indian 
boy in traditional dress followed by the same child at progressive stages changing into 
usual, everyday clothes. The subjects were then asked to state the ethnicity of the child in 
the last photograph. Three methods were used to ascertain the answers from the children. 
The results indicated that children below the age of 7 years did not hold a reliable or 
consistent understanding of ethnic constancy. Ethnic constancy was also reported by 
Aboud (1984) to be correlated with the children's ability to perform traditional concrete 
operational thinking tasks. Aboud (1984) suggests that these correlations suggest that 
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children's underlying cognitive structures directly influence their ability to understand 
identity constancy. Support for the cognitive-constructivist account of children's socio- 
cognitive development is suggested. However, gender constancy seems to be evident 
earlier than ethnic constancy. Slabey and Frey (1975) and Marcus and Overton (1978) 
both demonstrate that children as young as 6 and 7 years old understand that artificial or 
spurious changes in clothing and hair styles do not alter gender; that is, they have a sense 
of gender constancy. The universality of the cognitive-constructivist approach to 
children's socio-cognitive development is questioned. 
4: 1: 5 Ethn icity and prejudice 
Ethnicity has been a prolific area of research in recent years. The real world 
application and conscious striving by academics and policy makers to reduce prejudice 
can account for this abundance of research. Aboud (1988) defines ethnic prejudice as; 
"'-an organised predisposition to respond in an unfavourable manner toward 
people from an ethnic group because of their ethnic affiliation. " (p. 4). 
Three distinct factors are implicated in prejudice: firstly, a negative judgement; 
secondly, an organised predisposition to feel negative; and thirdly, the negativity will be 
directed toward a person because of their racial group membership. When applying this 
definition to the child, Aboud claims that there are problems due to certain components 
being too sophisticated to exist as such in children, namely the organised nature of 
prejudice. Aboud (1988) states that 
"... the psychological structures of children are generally simpler than those of 
adults in the sense of being less differentiated and less integrated. " (p. 4). 
This perspective is a derivative of the Piagetian stage theory of cognitive 
development. That is, the child has cognitive limitations that unfold progressively and 
universally along a maturational path. As a result, Aboud predicts that changes in the 
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nature of prejudice in children will unfold in accordance with these maturational and 
cognitive advancements. 
The developmental pattern of ethnic attitudes and prejudice in children suggests 
that prejudice is most pronounced between the ages of 4 to 7 years and then a marked 
decrease is noted (Vaughan, 1964; Asher and Allen, 1969). Asher and Allen (1969) 
showed children (aged 3-8 years) two dolls; one with medium brown skin and black hair 
and the other with light skin and light hair. The children were then asked a number of 
questions such as "Which is the nice doll? " and "Which doll would you like to play 
with? ". The results showed that children generally preferred the white doll with the 
middle band (5-6 years old) of children being most prejudiced but this did decrease 
slightly with the older children. Vaughan (1964) found complementary results using a 
similar forced-choice method of choosing a play-mate from a series of photographs 
including various ethnic groups. The pattern of prejudice being highest in young children 
and decreasing with age has also been noted on numerous occasions elsewhere (Williams 
and Morland, 1976; Katz and Zalk, 1978; Bigler and Liben, 1993; Doyle and Aboud, 
1995). This decline is thought to be associated developmentally to the growing 
acknowledgement of individual differences in both the ingroup and outgroup. 
Aboud (1988) stresses the importance of distinguishing between 'majority' and 
'minority' (in practice, white and black respectively) children's development of ethnic 
attitudes. Previous research (Asher and Allen, 1969; Banks, 1976) has generally 
illustrated a different pattern in how these two groups of children develop a sense of 
ethnic identity. Banks (1976) found that minority children seem to form ethnic attitudes at 
a similar age to majority groups (i. e. 4-5 years). However, the same pattern of strong 
ingroup preference and outgroup rejection peaking at 6-7 years as demonstrated on 
numerous occasions in 'majority' children has not always been found in 'Minority' 
children. Asher and Allen (1969) uncovered strong outgroup preference in 3-6 year old 
black children with these children generally choosing the white doll as most liked and the 
nice colour. A switch to ingroup bias is then noted at the age of 7-8 years. The attitudes of 
the these groups of young children therefore seem to reflect strongly the social 
stratification of their society. This illustrates an acute awareness in these very young 
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children of the social values and an ability to activate these perceptions into attitudes and 
preferences. It also indicates a very different underlying structure of ethnic identity 
development in 'minority' children compared with 'majority' children. The universality 
of the cognitive-constructivist account of children's socio-cognitive development is 
questioned. 
More recent research, however, has demonstrated that these differences between 
'majority' and 'minority' children's development of ethnic identity has declined. 
Research conducted since 1970 (Hraba and Grant, 1970; Stephen and Rosenfield, 1978; 
Vaughan, 1978; Aboud, 1988) has demonstrated that both 'majority' and 'minority' 
children typically favour the ingroup. This change in how the minority children evaluate 
their ingroup can be seen as a direct response to the socio-historical changes that occurred 
during the late 1960s. The 'Black is Beautiful' and 'Black Power' campaigns in the 
U. S. A. throughout the late 1960s transformed the accepted ideology of inferiority of these 
ethnic minorities to one of ingroup pride. These results suggest that ingroup and outgroup 
preferences are affected by socio-historical shifts. The theoretical implications of these 
findings are discussed in Section 4: 1: 8. 
4: 1: 6 Methodological concems 
Numerous methodological concerns with the studies cited above have been 
highlighted. The use of dolls as stimulus material has been criticised. Dolls are not "real" 
and therefore inferring attitudes toward human others from attitudes toward a doll must 
be considered with a certain degree of skepticism. The salience and meaning of dolls as 
such may also differ across age and sex. The application of children's preferences for 
particular dolls to the real world is questioned. The use of dolls and similar stimulus 
material therefore is problematic. 
The forced-choice methodology of these studies has been criticised (Aboud, 1988) 
for the possible misinterpretation that preference for one's own group indicates a dislike 
for the other group. Such confounding variables therefore render interpretation of the 
results problematic. Multi-item tasks such as the PRAM (Pre-school Racial Attitude 
Measure introduced by Williams, Best, Boswell, Mattson and Graves, 1975) were 
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developed in order to overcome these difficulties. The results from various studies using 
the PRAM (Williams and Morland, 1976; Aboud and Skerry, 1984), however, have 
produced similar patterns of results to the studies using the forced-choice methods 
described earlier. That is, the youngest children (4-5 years) demonstrate moderate 
prejudice, the middle range (6-7 years) high prejudice and the oldest (8-9 years) lowest 
levels of prejudice. Doyle et al. (1988) also support this finding that older children's 
attitudes toward other ethnic groups are less negative. The pattern of ethnic prejudice 
development in young children seems U-shaped. 
In addition to the problems of confounded variables, the studies of Asher and 
Allen (1969) and Vaughan (1964) have also been criticised for only incorporating one 
comparison ethnic group. No relative comparison of prejudice attitudes can therefore be 
gained. Aboud and Mitchell (1977) overcame this by showing 6-8 year old white children 
photographs of boys from their own and three other ethnic groups. A social distance scale 
was then used to assess ethnic attitude. The children were asked to place the figures on a 
line which illustrated their relative order of preference for the presented ethnic groups. 
The results showed that the children aged 5-6 years exhibited most ingroup preference 
and outgroup differentiation while the older children demonstrated less exaggerated 
attitudes and the least dichotornising between the groups. 
Other criticisms are also evident. The above studies do not indicate whether the 
child actually uses these differentiations spontaneously in every day interactions. The 
situational relevance of these categorizations are not investigated; the relevance of the 
social context is not considered. Oakes et al. (1994) illustrate the importance of the social 
context in determining what categorizations and corresponding attitudes will be evoked in 
their principle of meta-contrast. Differing levels of social interaction may produce 
different but socially relevant categorizations and comparisons. Thus an interpersonal 
interaction will evoke individualistic differences whereas an intergroup interaction will 
evoke intergroup comparisons and judgements. The importance of social context is 
neglected in this respect. 
Another methodological criticism is that of the language or wording used by the 
experimenters. It is known that children are extremely sensitive to contextual variations 
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such as experimental language (see previous chapter). Light and Butterworth (1992) have 
commented upon the sensitive nature of the child's ability to understand the social agenda 
behind language. A child's response to an adult question is the product of an active 
attempt to uncover the actual meaning behind the adult question. An interaction between 
social and cognitive development is evident. It is an important consideration in any 
developmental study and one that has been neglected here. 
4: 1: 7 A cognitive- constructivist account of ethnic identity development: Aboud's initial 
account 
Despite these criticisms and methodological weaknesses in the studies cited, 
Aboud (1988) has developed a social-cognitive model of prejudice from them. Aboud's 
social-cognitive model of prejudice assumes that different cognitive processes operate at 
different ages, and that the process which dominates functioning at a particular age will 
determine ethnic attitudes. Doyle and Aboud (1995) demonstrate that the developmental 
pattern of ethnic attitudes is positively correlated with the child's ability to perform 
concrete operational tasks such as conservation of length and volume. The influence of a 
Piagetian cognitive-constructivist framework again is evident. The developmental 
sequence of dominant processes proposed by Aboud is affect followed by perception 
followed by cognition. 
Aboud (1988) cites the "magic" age of 7 years as being the watershed of cognitive 
understanding, claiming that from this age 
"... children are able to attend to more than one dimension at a time; they can think 
and solve problems abstractly; they can think and infer qualities of people that are 
not directly observable. " (p. 116). 
The strong influence of Piaget is evident. Children's understanding of ethnicity is 
purported by Aboud (1988) to be a product of concrete operational thought that only 
matures in children who have to ability to decentre (i. e. take on board the perspectives of 
others and move away from an egocentric perspective). Aboud's account of ethnic 
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identity development mirrors the Piagetian stages of preoperational, concrete operational 
and abstract thought. Aboud maintains that cognitive development is the basis for the 
child's ability to understand the social world. The implication of underlying cognitive 
structures universally determining development per se is made. 
Aboud's (1988) model of prejudice development in children also incorporates a 
developmental sequence of attention focus from the self, to the group and eventually to 
the individual. Thus, initially the child focuses upon the self and their own needs, and 
therefore intergroup comparisons are limited and prejudice kept to a minimum. The shift 
in focus to the group at around the age of five, however, would indicate a rise in 
intergroup comparison and an increase in prejudice at this age is predicted (Doyle et al., 
1988). Next follows the focus shift to the attention of individual features indicating a rise 
in the acknowledgement of personal attributes and individual predispositions as well as a 
decrease in ethnic prejudice. This developmental sequence overlaps and is integrated with 
the affect-perception-cognition shift described earlier. 
4: 1: 8 Problems with this account 
A plenitude of studies have arisen since the publication of Piagei's stage model of 
cognitive development that illustrate children well below the age of 7 years are capable of 
conservation in concrete operational tasks (Rose and Blank, 1974; Donaldson, 1978; 
Gelman and Gallistel, 1978; Hughes, 1986). Sensitivity to available contextual cues have 
been shown by these studies to be fairer and more reliable indicators of children's ability 
to perform concrete operational tasks such as conservation of number and perspective 
taking. Traditional conservation tasks therefore cannot be relied upon as true indicators of 
concrete operational thought. Studies relying upon these methods, such as Doyle et al. 
(1988), therefore must be questioned. 
Aboud's initial studies and theoretical account of children's ethnic identity 
development suggested a clear correlation between ethnic attitudes and cognitive ability 
(Doyle et al., 1988). Children's ethnic development was seen as a direct result and 
reflection of the child's cognitive development. More recent studies (Doyle and Aboud, 
1995; Aboud and Doyle, 1996a), however, have failed to find significant correlations 
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between children's prejudice and ethnic attitudes with conservation abilities. The authors 
subsequently have added that ethnic attitudes cannot be due to cognitive development 
alone. An element of external social influence as prescribed by SRT is now being 
considered. 
The cultural and contextual variations in children's sorting behaviour (Davey, 
1983; Faressei, 1988) also emphasises the social influence upon children's cognitive 
ability to categorize social stimuli. The Piagetian stage model of cognitive development 
assumes that the same cognitive processes underpin understanding of all aspects of the 
world. However, the cognitive system is now thought to be made up of a number of 
autonomous units or modules (Flavell, 1985) which are each responsible for a specific 
domain of cognition (e. g. number, language, music, drawing etc. ). Thus it is not 
surprising to see that children may have sophisticated understanding in one area and 
remain unversed in another domain. For example, gender constancy is obtained at a 
considerably younger age than ethnic constancy (Aboud, 1984). If concrete operational 
thought processes are required in order to comprehend constancy (the ability to infer 
internal state that is contrary to external appearances) then both gender and ethnic 
constancy should be reached simultaneously. Evidently they are not. It is therefore 
suggested that this cognitive-constructivist framework ignores the important aspect of 
contextual and cultural influences in the understanding of children's ethnic identity 
development. 
The U-shaped pattern of 'majority' children's development of racial awareness 
and attitudes in accordance with the studies cited earlier fits Aboud's self-group- 
individual model well. The development of 'minority' children's understanding of ethnic 
attitudes as documented in the older studies, however, seems to unfold along a slightly 
different path. Either the 'minority' children have inherently different cognitive structures 
as implied by this model or a SRT account of children's development of ethnic awareness 
is more appropriate. The studies cited illustrate an acute awareness in these very young 
children of social values and an ability to activate these perceptions into attitudes and 
preferences. The difference in the developmental sequencing of these 'minority' and 
'majority' children's attitudes and preferences indicate a sensitivity to the external 
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attitudes of their surrounding contexts and cultures suggesting that there is more social 
influence in the development of such beliefs than internal cognitions alone. The recent 
decline in these differences between 'majority' and 'minority' groups reflecting socio- 
historical changes lends further support to the idea that children's socio-cognitive 
development is subject to social and socio-historical influences rather than internal 
cognitions alone. 
4: 1: 9 The case of Northern Ireland 
If SR theorists are correct then children growing up in politically volatile areas 
such as Northern Ireland ought to be considered separately. Considerable research has 
been devoted to this area (Jahoda and Harrison, 1975; Cairns, 1980,1982; Cairns, Hunter 
and Herring, 1980; McWhirter, 1983; McWhirter, Young and Majury, 1983; Hosin and 
Cairns, 1984). SRT accounts of children's socio-cognitive development suggest that a 
child's social knowledge will be influenced by the child's social environment. The 
cognitive-constructivist approach, however, suggests that social circumstances should 
make little, if no differences to children's overall socio-cognitive development. In 
Northern Ireland the current generation of children have known nothing other than a 
conflict scenario. Hence the social experiences of children from Northern Ireland are 
quite unique compared with their English counterparts. The division of Protestants and 
Roman Catholics within Northern Ireland also provides further social group as well as 
'majority' and 'minority' group differences. Ironically, this unfortunate scenario provides 
a rather unique opportunity to test these predictions within an ecologically valid setting. 
Jahoda and Harrison (1975) explored possible effects of a conflict environment 
upon children's social attitudes and general cognitive functioning. They compared both 
Catholic and Protestant boys aged from 6 to 9 years within ''troubled" areas of Belfast as 
well as including a Scottish control sample of both Catholic and Protestant boys. Both 
place and religious effects were found to affect how the children reacted to significant 
figures (policemen, soldiers, priests, etc. ) within their communities. In additioný the 
cognitive-based tasks suggested that the children in Belfast were far more likely to treat 
given objects with suspicion. For example, children in Belfast frequently said that they 
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would give a lost parcel to a soldier whereas the children in Edinburgh would give it to a 
postman. These results indicate that the conflict situation of Northern Ireland does affect 
children's socio-cognitive development even at 6 years. 
The lack of any age effects in the findings of Jahoda and Harrison (1975) confirm 
the importance of the child's social environment in the construction of their socio- 
cognitive development. The differences in the children's responses to the basic cognitive 
functioning task illustrates that the reality of the real world situation within which the 
child is growing up does impact upon their perception of everyday objects. These results 
therefore offer some support to those theories that purport the influence of social factors 
in children's socio-cognitive development (i. e. SRT). 
Further investigations of children's ethnic and religious awareness in Northern 
Ireland have confirmed the importance of social factors upon children's socio-cognitive 
development (McWhirter and Gamble, 1982; McWhirter, Young and Majury, 1983). 
McWhirter and Gamble (1982) found that the child's age, religion and 'Minority'/ 
6majority' group status influenced the maturity of their conceptualisations of the terms 
'Catholicism' and 'Protestants'. McWhirter et al., (1983) also found that children's age 
and social location (subjects were interviewed from one relatively peaceful area and one 
area of recent overt violence within Belfast) affected their understanding of the concept of 
death. These results therefore suggest that social and cognitive factors both play a role in 
children's socio-cognitive development lending support to both cognitive-constructivist 
and SRT accounts. 
Other studies exploring the effect of living in Northern Ireland upon children's 
socio-cognitive development, however, have revealed few place/cultural differences in 
children's social attitudes. O'Kane and Cairns (1988) administered the Children's Social 
Attitude Scale to children in Londonderry, Northern Ireland, Dublin, Southern Ireland and 
London, England. The results failed to find that children in Northern Ireland were any 
more or less conservative than children from Dublin or London. The results did, however, 
suggest that all the children became less conservative with age. The results of this study 
do not discount the suggestion that social influence affects children's socio-cognitive 
development. It could be that social influence for this particular social attitude remains 
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constant across these various places. The age-related trends present might suggest that 
cognitive factors also contribute to children's socio-cognitive development but could also 
be indicative of familiarity and experiential differences. 
Prejudice between Catholic and Protestant children has also been a feature of 
research in Northern Ireland. Cairns (1982), using anecdotal evidence, suggested that 
children from both groups have a positive self-concept despite the 'rninority'Prnajority' 
situation. O'Donnell (1977), however, suggests that the Catholic 'Minority' children do 
hold a less positive self-concept than their Protestant counterparts. Stringer and Cairns 
(1983) extended the O'Donnell study. Children aged 14-15 years old were asked to rate 
pictures of Catholic and Protestant faces for their general, physical and social potency. 
The results suggested that the Protestant children were more ethnocentric than the 
Catholic children as well as making very positive ingroup evaluations. The Catholic 
children were less ethnocentric showing no negative outgroup evaluations. The Catholic 
children also rated the outgroup more positively for physical and social factors but not the 
general factor. The ingroup devaluation consistent with the 'Minority' group seems to be 
present. The multidimensional nature of the devaluations, however, needs to be 
considered. 
Davies and Turner (1984) also investigated prejudice in Catholic and Protestant 
children in Northern Ireland. Rather than using artificial evaluation scales they examined 
children's actual play and friendship patterns within an integrated primary school. The 
results showed very little religious bias in friendship choices at school. Out of school, 
however, Protestant children tended to play with other Protestants. This, however, may 
reflect demographic rather than overt ingroup bias. Little evidence for religious ingroup 
bias with regard to friendship choices within an integrated school was present. The actual 
reasons for children's friendship choices were not assessed in this study nor explicit 
attitudes towards the religious groups in question. The possible conclusions drawn from 
this study are therefore limited. 
As with previous 'minority' and 'majority' ethnic group evaluation studies, these 
studies suggest a variety of results. The children's ingroup evaluations may indicate a 
sensitivity to the external attitudes of their surrounding contexts and cultures suggesting 
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that social influence does play a role in the development of such beliefs. The previous 
results with regard to children ethnic development also suggests that socio-historical 
changes can lead to positive ingroup evaluations by the 'minority' group. The devaluation 
of the Catholic ingroup therefore may not be a fixed evaluation and can change for the 
better with time under appropriate circumstances. 
The studies undertaken within Northern Ireland provide a unique insight into 
children's socio-cognitive development within a conflict environment. The recurrent age 
and social-group differences found in children's understanding of social issues highlights 
the cognitive and social nature of children's socio-cognitive development. These results 
therefore suggest that a theoretical approach that incorporates both social and cognitive 
elements is required to explain children's socio-cognitive development. 
4: 1: 10 Sources of ethnic prejudice and social knowledge 
SRT states that children's social knowledge is affected by the child's social 
environment. SRT explicitly states that the social group to which the child belongs and 
the associated beliefs, feelings and practices of that group form the basis of the child's 
knowledge. Attitudes and beliefs are thought to be acquired from social agents such as 
parents, peers, siblings, school and the media (Rosenfield and Stephan, 1981). If direct 
socialization from these sources to the child does form the content basis of children's 
socio-cognitive development, one might expect to find clear-cut congruencies between 
children's and their parents', peers', siblings' and school's attitudes. On the other hand, 
the cognitive-constructivist account suggests that the child's current level of cognitive 
development will influence the degree to which they attend to and assimilate such 
information and therefore no such explicit correlations will be evident. 
Evidence of congruency between children's and parents' ethnic attitudes has been 
found. Horowitz and Horowitz (1938) report anecdotal evidence of child and parent 
attitude consistency. The direct socialization of children by their immediate environment, 
however, is not a clear-cut unidirectional path. If this was the case strong correlations 
between parent and child attitudes would be frequent and easy to detect. Many ethnicity 
studies (Davey, 1983; Spencer, 1983; Aboud and Doyle, 1996b) have been unable to 
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uncover such parent and child attitudinal congruencies. In fact, Branch and Newcombe 
(1980) actually uncovered inverse attitudinal correlations between parents and their 
children where the parents appeared to hold quite tolerant inter-racial views and the 
children showed overtly prejudice behaviours and attitudes. The social desirability of 
appearing non-prejudiced, however, often render such parental questionnaire data 
unreliable. 
Aboud and Doyle (1996b) also investigated children's perceptions of their 
parental and peer racial attitudes. Although this study revealed little evidence for parental 
and peer influence upon children's racial attitudes, it did reveal that the children expected 
their parents and peers to hold very similar views to themselves. This suggests that the 
child actually holds an incorrect view of significant others' racial attitudes. Aboud and 
Doyle (1996b) suggest that this may be an indication of the egocentric nature of 
children's social attitudes; the egocentricism being a reflection of the child's immature 
cognitive structures that characterise the cognitive-constructivist's preoperational stage of 
development. The problems of accepting an egocentric account of children's socio- 
cognitive development, however, have been discussed (see Section 3: 4: 3). 
The lack of significant correlations between parental and peer attitudes and 
children's attitudes can be taken as a weakening of the SRT view that these socializing 
agents are the sole source of children's racial attitudes. The lack of any explicit, 
unidirectional adroit correlations between these social agents, however, may not 
necessarily disprove their influences since numerous factors are thought to contribute to 
this process. Therefore to study any one in isolation tends to undermine the complexity of 
the overall picture (Durkin, 1985). Both cognitive and social factors may determine how 
the child is influenced by such social agents. The complexity of the interaction of social 
and cognitive processes renders the attempt to investigate the exact nature of the 
socialisation process problematic. 
4: 1: 11 Theoretical implications 
As discussed in the previous chapter the SRT account (Emler and Ohana, 1993) 
considers the importance of the social context and its influence upon children's socio- 
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cognitive development. This review of children's ethnic identity would seem to support 
this. The clear cultural, ., 
historical and situational factors that influence children's 
responses support these accounts of development rather than the cognitive-constructivist 
universal stage model. Fundamental concerns of devising a theory that draws upon 
traditional tasks that assess concrete operational thought and the associated 
methodological problems are highlighted. The numerous age-effects, however, also 
suggest that cognitive developmental factors also need to be considered. 
SIT has been applied to the domain of ethnic development in children. Studies 
have noted the pattern of ingroup bias and outgroup homogeneity (Aboud, 1988; Yee and 
Brown, 1988), but SCT has not been applied to the development of ethnic identity in 
children in any systematic manner. 
4: 2 Children's Development of National Identity 
The development of national identity in children has recently seen a resurgence of 
interest. Previous research in the area has mainly concentrated upon children's cognitive 
abilities and the emergence of concepts concerning the nation (Piaget and Weil, 195 1; 
Jahoda, 1962,19631,1964; Tajfel, 1966; Middleton, Tajfel and Johnson, 1970). In recent 
years, there has been a renewal of interest in this area (Barrett & Short, 1992; Barrett 
19955 1996; Barrett & Farroni, 1996; Barrett, Lyons, Purkhardt & Bourchier 1996; 
Barrett, Lyons, Bennett, Vila, Gimenez, Arcuri & de Rosa, 1997). This has been fuelled, 
at least in part, by the application of social-psychological theorising about identity and 
intergroup relations (e. g. Hogg and Abrams, 1988; Oakes et al., 1994; Brown, 1995) to 
the study of adults' national identities (Breakwell and Lyons, 1996; Condor 1996). This 
approach has only tenuously been applied to the development of national identity in 
childhood. The resurgence of interest can also be attributed in part to the dismantling of 
national trade barriers within the European Union focusing attention upon the sovereignty 
of the nation and national identity. 
4: 2: 1 Social psychological studies of adults'national identities 
Adult perceptions of national identities can be seen as an important starting point for a 
study investigating children's understanding of the nation. Condor's (1996) study 
explored the subtle complexities of the dual nationality of the English as both English and 
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British. Condor reports that her adult subjects actually displayed considerable difficulties 
in answering simple questions such as "What is your nationality? ". Approximately 70% 
denied any strong feelings of identification with their nation. Taylor (1991) confirmed 
this rather complex nature of the British and English national identities. 
Images of English and British people were also assessed in Condor's (1996) study 
by asking both students and British 'holidaymakers' in Blackpool to complete adjective 
attribution tasks. The English were described as more gentile, well mannered and polite 
whereas the British were described as more aggressive and nationalistic. This may be due 
to historical events such as W. W. 111 and the Falklands being firmly associated with the 
British rather than the English. The respondents refused to use the most positive 
adjectives such as intelligent, generous and truthful to describe either English or British 
people. 
The negativity associated with the English has also been noted elsewhere. 
Peabody (1985) found that the English people commonly stereotype themselves as cold, 
aloof and reserved. Condor reports that the open-ended responses were also rather 
negative in tone. Condor conjectures that these results may be indicative of the prevailing 
SRs that question the naturalness of the nation since it is historically a novel concept 
(Anderson, 1983). The results may also reflect socially desirable responses as they firmly 
reject overt pride of the nation which is often associated with nationalism and extreme 
right wing politics (Billig, 1995). 
Condor (1996) stresses the need to acknowledge the multidimensional nature of 
national identity and the complex contextual variations within which such a concept 
operates. Condor's data was collected in the north of England and this within itself may 
have had profound effects upon the results. Both the contextual considerations of when 
identities become salient as well as the various ways in which national identity can be 
symbolised needs to be addressed. Condor's study highlights that regional variations may 
impact upon how people understand and conceive their nation. A study into the 
development of national identity therefore ought to consider responses from a variety of 
regions within the country. If found, inter-regional differences would confirm the 
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importance of social and/or environmental influences in the role of development thus 
lending support to SR approach to child development. 
Condor's study also indicated that food may be an important defining aspect of 
national identity. Notably food and eating habits emerged as a common theme when 
describing the English and British. This has also been advocated by Fischler (1989) in his 
paper entitled "Food, self and identity". Food plays an important part in the creation and 
maintenance of identity with its consumption actually contributing to defining the self. For 
example, the French commonly refer to the English as "Roast beefs" while the English 
commonly refer to the French as "Frogs legs". Food can be seen as an integral part of 
identity that defines the self. Here we see not only that the nation and national identity are 
valid and interesting areas for investigation but also the need to incorporate both identity 
and SR theories. The importance of incorporating food into an exploratory investigation 
of national identity is stressed. 
4: 2: 2 The first investigations into children's understanding of the nation 
Meltzer (1939,1941) conducted one of the first and one of the largest 
investigations into preferences of nationality and racial groups in children. Over two 
thousand Christian school children aged between nine and fourteen years completed a 
Thurstone's Paired Comparison (Thurstone, 1928) inventory for judgement of racial, 
religious and national groups. The child's own national group was systematically 
favoured as well as those countries with Christian religions over and above countries with 
non-Christian religions. It was also suggested that the responses of the children were less 
nationalistic and more tolerant than attitudes frequently displayed by adults. Reasons why 
the children favoured certain groups generally included psychological (e. g. 'they're nicel 
friendly') or physical (e. g. 'they're pretty and have nice colour hair') description 
statements. The main criticism of this work, however, is its lack of theoretical 
framework. 
Piaget and Weil (1951), who most definitely cannot be criticised for lack of 
theoretical framework, were also among the first to investigate the development of the 
idea of the homeland in children aged between 5 and 12 years. The child's cognitive and 
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affective understanding of the nation were explored through a series of questions and 
drawing tasks. Children's reciprocity (understanding of others) were also explored. Piaget 
and Weil concluded that children's understanding of the nation followed a stage-like 
progression. Before 7 years old the child was found to have a rudimentary understanding 
of the nation and a linear (city-nation-world) concept of territory. No own national 
preferences were uncovered but rather idiosyncratic responses were made at this age. The 
child's concept of reciprocity was also subjective. By 8-9 years the child was then found 
to have a basic awareness of the spatial relations between city and nation as well as 
loyalty towards the homeland. Polarised responses when considering other nationals were 
noted. By 10 years old Piaget and Weil (1951) concluded that the notion of the nation 
becomes a reality for the child and loyalty moves to a community understanding. 
Piaget and Weil (1951) explain these findings in terms of the child's increasing 
, -: I]% ability to decentre with age; "a process of transition from egocentricism to reciprocity" (p. 
576). The capacity of the child to be able to illustrate an understanding of the homeland is 
concluded to be a direct product of an ability to integrate the affective and cognitive 
components and decentre (an ability to take another's perspective). Piaget and Weil 
present these findings as evidence for the cognitive-constructivist account of children's 
socio-cognitive development. The ability to understand the homeland is seen as a stage- 
like progression that mirrors the child's underlying cognitive development. 
Certain theoretical and methodological problems with this research are evident 
(see Section 3: 4). Donaldson (1978) shows the perils of accepting an egocentric 
explanation for such findings. The contextual sensitivity of the child to the task demands 
and wording of the questions renders the theoretical cognitive-constructivist explanation 
of egocentricism questionable. Drawing tasks have also been shown to be influenced by 
domain-specific performance effects (Freeman, 1980; Cox, 1992) and thus often 
undermine the child's true level of understanding. The actual method and subject details 
reported in the study are also inadequate. The actual methodology and theoretical 
explanations of the Piaget and Weil (195 1) research is therefore questionable. 
4: 2: 3 Children's affective development concerning the nation 
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Lambert and Klineberg (1959,1967) conducted a comprehensive cross-national 
study exploring the origin and development of national stereotypes. Ten national groups 
(American, Bantu, Brazilian, French, German, Israeli, Japanese, Lebanese, Turkish, 
French Canadian and English Canadian) were involved and the children interviewed 
ranged in age from 6 to 14 years. The importance attributed to the child's gender identity 
was found to decrease with age whereas the importance of their national identity 
increased with age. The Canadian and English samples both stated that they felt 
Americans were very similar to them whereas the Dutch and Flemish samples signified 
Germans rather than Americans to be most like them. Chinese and Africans were 
consisted by all samples to be least like themselves. The affective responses were very 
positive overall with little difference between the countries and the child's own national 
group. The French Canadian sample, however, did illustrate a greater tendency to dislike 
those considered different from their own national group. The minority status of this 
sample may help to explain the more polarised affective responses of this group. The 
main focus of this research was the content of the child's stereotypes concerning own and 
other liked and disliked national groups. 
Jahoda (1962,1963) also conducted research into the development of children's 
ideas about their own and other nations. Jahoda criticised Piaget and Weil (195 1) for their 
qualitative account and Lambert and Klineberg (1959) for their entirely quantitative 
approach. Jahoda (1962,1963) therefore stressed the need to take into account both 
approaches. Children in Glasgow, Scotland aged between 6 and 11 years (equal numbers 
from middle and working class areas) were asked a series of open and closed questions. 
The national preferences amongst the youngest children were often based upon 
idiosyncratic or exotic reasons. More stereotypical justifications for likes and dislikes 
came into play with the middle aged group of children. Personal characteristics of the 
preferred and disliked nations were more frequently cited by the oldest children. Personal 
experiences of other countries were also beginning to influence responses. 
4: 2: 4 The development of geographical knowledge 
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A constituent part of national identity, as outlined in Chapter Two, is the 
geographical boundaries that define the nation. The development of geographical 
knowledge in children has been explored by Jahoda (1963) who hypothesised that 
children's understanding of their environment starts with the immediate and slowly 
extends outwards. Children's geographical awareness in response to verbal questioning 
was classified by Jahoda into four stages. The first stage (typically 5-6 year olds) 
illustrated that the children had no conception of their home city, Glasgow, to be a unitary 
whole. The second stage (7-8 years) described by Jahoda indicated that children could 
comprehend the city as being a unitary whole but not the country. By the third stage (10- 
II years), the children understood that Glasgow was a part of Scotland but not a part of 
Britain. At the fourth stage of geographical awareness (12 years +), the children had a 
clear understanding of the Glasgow - Scotland - Britain relationship. Jahoda also noted 
that although age was found to be a significant predictor of geographical understanding, 
the differences between the social classes were also highly significant with children from 
higher SES (socio-economic status) groups performing better than their lower SES 
counterparts. 
Jahoda (1964) also examined the children's geographical awareness using a non- 
verbal measure in which the children had to place shaped pieces of card representing 
Glasgow, Scotland, England and Britain into their appropriate relative positions. 
Although the youngest Scottish children knew they were Scottish or British (they often 
denied being both simultaneously) they were unable to correctly construct the Glasgow - 
Scotland - Britain arrangement. Class inclusion was evident before spatial awareness; the 
children did not always master the spatial relationship (between city and nation) before 
the conceptual relationship (between the region and the nation). Age and social class 
again were found to be strong indicators of the level of spatial understanding. 
The results here indicate clear variance with those reported by Piaget. Piaget and 
Weil (1951) concluded that children do not understand the spatial nor class-inclusion 
relationships before the age of seven, only the spatial relationships at the age of 8-9 years 
and eventually comprehend them both at around the age of 11 years. Purely cognitive 
explanations were given for these findings. Jahoda, however, illustrated that a quarter of 
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his sample clearly understood class inclusion relationships before spatial relationships. 
The developmental pattern of geographical knowledge is not clear-cut and does not 
necessarily seem to follow a linear progression from the immediate environment 
outwards. 
Another major finding of Jahoda's work was the significant effects of SES. The 
importance and possible influence of the child's social environment upon their cognitive 
development was indicated. Social class differences in children's geographical knowledge 
have also been confirmed by Barrett et al. (1996). In this study middle class children 
generally performed better than their working class counterparts. Both of these results 
suggest that there are systematic differences in children's geographical knowledge 
according to their social groups as defined by their SES, lending further support to the 
theoretical accounts SRT. 
Stillwell and Spencer (1974) also investigated children's geographical 
understanding. Stillwell and Spencer predicted that the presence of wall charts and 
posters in the classroom would influence the amount of geographical knowledge 
demonstrated by children. The child's social environment was predicted to influence the 
development of geographical knowledge. The study showed that children acquired 
knowledge concerning the countries referred to on the posters without explicit teaching. 
Axia and Bremner (1992) also demonstrated social influence upon children's 
development of geographical knowledge. Axia and Bremner compared English and 
Italian children's geographical knowledge of Europe by asking them to draw maps. The 
results showed that the older children drew better maps than the younger children and the 
Italian children drew better maps than the English children. The cross-cultural differences 
found here indicate that differences in children's social environments may influence 
geographical ability to draw maps. As previously noted, however, the performance 
demands of the drawing task (Freeman, 1980; Cox, 1992) means that the interpretation of 
these results can be problematic. 
Both of these studies (Stillwell and Spencer, 1974; Axia and Bremner, 1992) are 
limited due to the restricted conclusions that they allow us to draw concerning children's 
development of geographical knowledge. This restriction mainly arises from the single 
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method approach used in both cases. Barrett and Farroni (1996) attempted to overcome 
this by employing a battery of tasks to both English and Italian children. The aims of this 
study included an assessment of geographical knowledge in 7 to II year old children and 
cross-national comparisons. Verbal questions, categorization tasks, physical arrangement, 
interpretation of map outlines and orthodox (textbook) maps were all used to assess 
children's geographical knowledge. A high degree of convergence and consistency 
between the tasks was observed indicating reliability and convergent validity. The results 
confirmed that children's geographical knowledge advances with age. Italian children 
were also better at landmark and configural knowledge than English children. The greater 
availability of geographical information in northern Italy (where the interviews took 
place) due to the close vicinity of other European countries and the possibility of more 
personal travel experience could account for the cross-national differences. The 
importance of the child's social environment and its effects upon the child's cognitive 
development is highlighted. 
Sex differences are also frequently found in children's geographical knowledge. 
Barrett et al. (1996) suggest that boys are more accurate than girls in landmark and 
configural knowledge of Europe and these differences become more marked with age. 
Whennell (1997) supported this claim that boys are more accurate in landmark 
knowledge. They suggest that this might be the case because of the boys' interest in 
football which results in an increased motivation to locate the place names associated 
with the teams. 
Given the results of these studies to date (Jahoda, 1963,1964; Stillwell and 
Spencer, 1974; Axia and Bremner, 1992; Barrett and Farroni, 1996; Barrett et al., 1996), 
the development of children's geographical knowledge is both cognitively and socially 
mediated. Systematic differences in children's geographical knowledge, it seems, depend 
upon the specific social group to which they belong according to age, SES, school, 
nationality and sex. The child's social environment seems to impact heavily upon their 
cognitive development in this domain. The research described here in relation to 
children's geographical knowledge suggests that both cognitive and social factors play a 
significant role. This suggests that a theoretical account that considers the importance of 
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both of these processes is the most suitable account of children's socio-cognitive 
development in this domain. 
4: 2: 5 The development of children's attitudes towards their own and other nations 
Other research during the 1960s and 1970s concentrated upon the children's 
attitudes towards their own and other nations rather than geographical knowledge. Tajfel 
and Jahoda (1966) and Tajfel (1966) reported several studies that involved national 
preferences amongst young children. Using Thurstone's (1928) method of paired 
comparisons, they found that children in a number of European countries systematically 
favoured Americans and the French over Germans and the Russians. A crude measure of 
the child's factual knowledge (the children were asked to judge the relative size of each 
country from an array of various sized plastic disks) concerning these countries was also 
obtained. The youngest children were found to have polarised attitude judgements and 
their factual knowledge was less consistent and less accurate. TaJfel and Jahoda (1966) 
concluded that young children do have national attitudes and that affective attitudes 
concerning own and other salient foreign countries develop before concrete, factual 
knowledge has been assimilated. Davis (1968) also concluded that the child illustrates 
strong affective preferences regarding the nation before cognitive knowledge is 
established. 
TaJfel (1966) also investigated children's own national preference. The children 
(aged 6-II years) were shown a series of photographs and asked to state if they liked 
that person a lot or a little or if they disliked that person a lot or a little. On a separate 
occasion the children were asked to state if they thought the people in the photographs 
were English or not. The order of the two tasks was controlled. The results indicated very 
strong own national preferences with the children stating the people they liked were the 
ones they thought were English. This pattern was most pervasive with the youngest 
children. The age trend was explained by the youngest children only having emotional 
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clues to make their value judgements whereas the oldest children were also bringing into 
account cognitive information to make their affective evaluations. 
Cognitive and affective aspects of children's national attitudes were also explored 
by Middleton, Tajfel and Johnson (1970). This was one of the first studies to attempt to 
place a theoretical framework of social psychology within the developmental domain. 
Middleton et al. (1970) attempted to assess children's understanding of reciprocity (the 
ability to understand that others act and feel in accordance with their own perspective). 
The child was presented with ten dolls with various national labels and asked to state if 
they liked, neither liked nor disliked, or disliked each one. The child was then presented 
with a rescue scenario in which 32 dolls representing the most liked, most disliked and 
neutral nations (as gauged from the first set of questions) as well as their own national 
group were placed upon a table painted like a beach. Four toy boats each with a maximise 
capacity of four dolls were given to the child. Each boat was captained by a doll 
representing the relevant national groups. The child had to choose which four dolls each 
captain chose to rescue. After this the child was given a fifth boat and asked who they 
would save. 
The results indicated that preference for the child's own nation increases and 
becomes more consistent with age. The data for the rescue scenario was coded according 
to fairness of response. A point was awarded for each national group chosen per boat. The 
child often chose one doll from each nation when asked whom they would save. When 
asked to attribute behaviours to other nationals (i. e. the captains) the children were more 
likely to attribute fair behaviour to those countries the child liked and unfair behaviours to 
the countries disliked. These results were not found to have significant age effects. 
Conceptual reciprocity has not been shown to be attained equally across all nations but 
rather is linked to the affective evaluation of the nation in question. The child's affective 
knowledge was shown to influence their ability to handle logical relationships when 
considering the relative concepts of other nationals. Affective components were shown to 
influence the child's ability to adopt the point of view of another. 
The consequences of these findings for the Piaget and Weil (195 1) conclusions 
that children do not understand national reciprocity until the age of eleven are evident. 
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Such generalisations concerning the development of logical concepts are not possible. 
The understanding of reciprocity is shown here not to be domain general. Children do 
exhibit reciprocity in relation to some nations but not others. The prediction of the 
cognitive-constructivist account of children's socio-cognitive development that 
universality of understanding the social world will be present is questioned. The fact that 
reciprocity was evident for some nations but not others suggests that not all aspects of the 
social world are understood more or less at the same time. The suggestion that children's 
socio-cognitive development is dictated by the current level of the child's underlying 
cognitive structures is problematic. 
4: 2: 6 The relationship between affect and cognition 
The relationship between the child's preferences and knowledge of other nations 
was explored by Johnson, Middleton and Ta fel (1970). The same measure of national 
preference as used by Middleton, et al. (1970) was employed. The knowledge task 
consisted of seven items: a map task, language, skin colour, famous people, towns and 
cities, war, and population. Results again illustrated that own national preference 
increased and became more consistent with age but the overall picture was one of the 
acquisition of national preferences at an early age. This finding was supported by Jaspers, 
Van De Geer, Tajfel and Johnson (1972). Australia, France and U. S. A. were liked the 
most and Germany, Japan and Russia were disliked the most. Significant effects of age, 
social class and sex were obtained for the knowledge scores. The relationship between 
affect and knowledge was curvilinear with most knowledge being possessed about the 
nations they liked the most, less for the those they dislike the most but least for those they 
feel ambivalent towards. The exact nature of this affect/knowledge relationship is not 
clear cut from this study. It is still unclear in which order the children develop an 
understanding (i. e. cognitive then affect or affect then cognitive or whether they develop 
simultaneously) of the nation. 
Lambert and Klineberg (1967) reported similar results. Children who reported 
liking certain national groups described them with restricted evaluative statements which 
included diverse factual information. On the other hand, countries which were regarded 
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negatively by the children were not described in any consistent manner and rarely 
included any factual information. In other words, the children were able to express a lot 
about the countries they liked and little about the countries they disliked. It is still unclear 
from these studies, however, whether the children disliked the certain countries because 
they knew little about them or if they knew little about them because they disliked them. 
The direction of the causal relationship between affect and cognition is not clear. 
Alternatively, cognition and affect may simply be two distinct aspects of children's 
understanding of nationality with no necessary causal link. 
A recent study has also explored this relationship between affect and the 
acquisition of factual information concerning other countries. Barrett and Short (1992) 
interviewed English schoolchildren aged from 5 to 10 years about French, German, 
Spanish and Italian people. This study concluded that as children acquire more 
information about other national groups with age, the concepts that they express become 
more differentiated. That is, as the children get older they express clearer and more 
consistent distinctions between the foreign nationals as well as recognising the possibility 
of individual differences. Although the younger children were less likely to be consistent 
in how they described people from the four target countries, they were also less likely to 
allow for individual variations. Spanish and French were systematically favoured whereas 
Germans were always the least liked. This study also assessed the relationship between 
the affect and children's knowledge of other countries. Despite the fact that the younger 
children had acquired very little concrete, factual knowledge concerning any of the four 
target countries, they did demonstrate some basic knowledge concerning the two 
countries they favoured the most (France and Spain). The children had also formed strong 
affective opinions before any factual knowledge had been acquired. These findings are 
consistent with those outlined above (Johnson et al., 1970; Lambert and Klineberg, 1967; 
Tajfel and Jahoda, 1966). The exact nature of the relationship between affect and 
cognition remains unclear. 
4: 2: 7 Summary of existing research on children's development of national identity 
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Some definite trends in the development of national identity can be noted. Before 
the age of 5 year old children have very little knowledge and understanding of their own 
country, and often are unable to report the name of their own country. After this age, 
children's knowledge and self-categorization in line with their nationality becomes 
apparent. Systematic preference for the national ingroup, however, does not seem to 
manifest itself until the age of 7-9 years although some attachment to one's own country 
before this age has been noted. The difficulty in accepting multiple regional and national 
identities before the age of 8 years has also been noted by Piaget and Ta fel. The inability 
to handle the complexity of superordinate and subordinate identity categories in young 
children is suggested. 
Knowledge of other countries also develops from the age of about 5 years 
onwards. Geographical knowledge increases from this age with boys and those from 
higher SES groups generally being more accurate at naming and locating countries and 
cities. Knowledge and understanding of people from foreign countries develops 
simultaneously with these increases in geographical facts. In contrast to geographical 
knowledge, no sex differences have been found in children's knowledge and 
understanding of national groups. Another surprising result is that strong feelings and 
attitudes toward other countries often develop before concrete facts are obtained. For 
example, English children as young as 6 years old (Barrett and Short, 1992) frequently 
express negative feelings towards Germans without being able to provide any concrete 
reasons or indeed any factual information about them. A pattern of knowing more about 
the countries that are liked and least about those that are most disliked is evident. 
Conclusions concerning a causal link between affect and factual knowledge are unable to 
be made. 
4: 2: 8 Limitations of the existing research 
Certain omissions are evident in the foregoing review of existing literature 
concerning children's development of national identity. The lack of a consistent and 
systematic application of a theoretical framework is most apparent. The development of 
current social-psychological theories including SIT, SCT and SRT have provided a 
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wealth of predictions and hypotheses that have yet to be explored within the realm of 
children's national identity development. Intergroup phenomena such as ingroup bias and 
group homogeneity as predicted by SIT and SCT have only been studied in relation to 
race and gender. Other possible contextual factors (i. e. majority groups; size of the group; 
comparative or non-comparative contexts) that may influence these classic intergroup 
phenomena have yet to be explored within a developmental framework. A clear 
understanding of how these intergroup behaviours develop in children still has to be 
established. 
The importance of exploring cross-cultural comparisons has been stressed by 
Barrett and Farroni (1996) and is indeed crucial in establishing the validity of a SR 
approach to child development. Although some previous studies have included a cross- 
cultural dimension (Lambert and Klineberg, 1959,1967; Tajfel et al. 1972; Axia and 
Bremner, 1992; Barrett and Farroni, 1996) they are relatively few and far between. A lack 
of exploration of other domains of possible social-environmental impact (such as the 
immediate of social-political environment; i. e. regional and place variations rather than 
cross-national) upon children's identity development is also noted. 
The relationship of national identity to other salient identities such as gender and 
ethnicity for children has not been explored. The salience of national identity in relation 
to these other identities per se has not been examined. The limitations of studying one 
particular identity in isolation denies the reality of interplay and contextual influences 
upon the multiple identities of the self (Deaux, 199 1). 
It is also unclear from the previous literature what the exact nature of the 
relationship between knowledge, affect and cognition is. Affect often appears before 
factual knowledge (Lambert and Klineberg, 1967; Barrett and Short, 1992) but it is 
unclear whether this within itself encourages (or discourages when a negatively evaluated 
national group is concerned) the search for more factual knowledge. The question still 
remains as to whether cognition and affect are causally related or simply develop in 
tandem. 
The possible sources of socialization and national attitudes in children has not 
been extensively explored. Barrett et al. (1996) examined the relationship between 
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parental attitudes and children's geographical knowledge but failed to obtain evidence of 
a direct link. They concluded, however, that the parents' attitudes affected the range of 
opportunities available to the children rather than directly influencing the children's 
attitudes per se. The difficulties of assessing the sources of children's attitudes and beliefs 
also has been highlighted in relation to children's development of gender identity. 
Parents, peers, television and the school are all possible sources (primary and secondary) 
that influence how children think and feel about certain issues. 
4: 2: 9 Recent developments 
The last two decades have seen a prolific advancement and development of social- 
psychological theories describing intergroup relations, identity and social cognition in 
adults (Markus, 1977; TaJfel and Turner, 1982; Moscovici, 1984,1988; Oakes, Haslam 
and Turner, 1994). The possibility of applying these theories to our understanding of 
children's social and cognitive development has regenerated interest in the realm of 
children's identity development. The limitations of the previous research concerning 
children's dcvelopment of national identity has been reassessed by an innovative cress- 
cultural collaborative project (Barrett et al., 1997). 
Barrett et al. (1997) have applied some of the theoretical predictions of SIT, SCT 
and SRT to the realm of national identity in children across three European countries 
(Britain, Italy and Spain). As well as the cross-cultural comparisons possible in this 
research, the research has also facilitated the possibility of assessing differences in 
development due to socio-political environments by including two cities from each 
country (Malaga, Girona, Rome, Padua, London and Dundee) with two of these cities 
being situated in prominent separatist political areas (Dundee, Scotland and Girona, 
Catalonia). The explicit theoretical, cross-cultural and cross-societal approach of this 
piece of research has enabled specific predictions of SIT, SCT and SRT to be directly 
addressed in a developmental context. The research has not only enabled an assessment 
of the developmental patterns but also of the universality of intergroup phenomena such 
as group homogeneity, ingroup bias and outgroup denigration. The differences in 
development due to social influence and variability in development as a function of the 
social group as predicted by SRT can also be assessed. 
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Children's beliefs, knowledge and feelings concerning their own and other 
European nations were assessed by Barrett et al. (1997) using a comprehensive battery of 
tasks. The variables measured included: subjective identification (Wilson, Barrett and 
Lyons, 1996); self-categorization; the contents of children's national and regional 
representations; their feelings and evaluations concerning national ingroup and outgroups; 
their territorial knowledge and knowledge of national symbols/emblems; as well as their 
strength of national pride and shame. One thousand and seven hundred children in four 
age groups (6,9,12 and 15 years old) were presented with a range of tasks including card 
sorting, picture recognition and sorting, rating scales, map tasks, as well as open and 
closed questions. Children were asked consistently about their own nation, the other 
countries included in the network as well as Germany and France. 
Initial results have indicated that the socio-political environment has a definite 
effect upon children's development of national identity (Lyons, Barrett, Bennett, Sani, 
Vila, Gimenez de la Pena, Arcuri, Berti, de Rosa and Bombi, 1997). SCT's proposal that 
self-categorization is a prerequisite for ingroup favouritism is also questioned by Bennett, 
Barrett, Lyons, Sani, Vila, Gimenez de la Pena, Arcuri, Berti, de Rosa and Bombi (1997). 
The youngest children in the Scottish sample frequently denied that they were Scottish. 
The very same children, however, displayed a strong and consistent pattern of ingroup 
preference. That is, self-categorization did not seem to be a necessary prerequisite for 
these children to exhibit ingroup favouritism. This indicates that social rather than 
cognitive structures (i. e. categorization) may underlie intergroup processes such as 
ingroup bias. The immediate prevalent SRs may be better indicators of intergroup 
behaviour such as ingroup bias and homogeneity effects rather than the categorization 
process per se. 
Further analyses from this rich data source are still forthcoming. Cross-cultural 
analysis is still to be conducted. 
4: 2: 10 Limitations of the research to date 
Despite the complexity and detailed nature of this contemporary approach to 
children's development of national identity, several aspects of SCT still have not been 
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addressed. SCT's meta-contrast principle predicts that the salience of any one identity 
will depend upon the social context. If the social context elicits a particular social 
identity, then that identity will be more salient for group members in that particular 
context. For example, travel to a foreign country often accentuates feelings of national 
identity whereas travel within one's own country emphasises your regional identity. 
Differences in social contexts demand that different identities are emphasised. No one 
identity therefore will always be dominant across all situations. The developmental trend 
of being able to adapt identity salience across situations has not been addressed by the 
previous research into national identity. These contextual influences upon other 
intergroup phenomena such as ingroup bias, outgroup denigration and group homogeneity 
within a developmental framework of national identity have also not been examined by 
the previous research. 
Possible sources of children's national attitudes and identity content are still areas 
to be investigated. Parents, school, peers and television are all possible sources of 
children's understanding of the nation. Little empirical data is available on the possible 
impact of these sources upon children's attitudes concerning the nation and national 
identity. 
4: 3 Summary 
The development of identity in children has been most comprehensively studied in 
relation to ethnicity and gender, with a wealth of research being devoted to these 
domains. Children learn very quickly how to categorize their social world and how they 
fit into these categorizations. The child's age, sex, ethnic and cultural groups have all 
been shown to influence how the child understands these identity constructs suggesting 
that children's social understanding is both cognitively and socially mediated. Although 
the application of a cognitive-constructivist account to children's socio-cognitive 
development has been shown to be rather problematic, it does account for these age 
differences. The advantage of SRT, however, is the acknowledgement of the importance 
of social and contextual factors in children's socio-cognitive development. 
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The review of the development of children's national identity generally indicates a 
similar pattern. Initially the child's level of cognitive development was seen as the 
primary factor in children's understanding of the nation and national identity (Meltzer, 
1939,194 1; Piaget and Weil, 195 1). Further research, however, revealed that the child's 
age, immediate social surroundings and particular social groupings are related to their 
geographical knowledge, level of ingroup bias and subjective importance attributed to 
their various identities (Jahoda, 1963; Barrett et al., 1996; Barrett et al., 1997). The social 
and cognitive elements present in children's understanding of their social world is again 
evident. 
The advance of modem social-psychological theories such as SRT and SCT have 
produced a wealth of hypotheses that have only tenuously been applied to the realm of 
children's national identity development. SRT also focuses developmental research to 
reconsider the social dimension in children's social development. The real-world 
importance of the nation and national identity was highlighted in Chapter Two. Thus the 
purpose of the present research is to explore some of these specific predictions of SCT 
that have not been previously applied within a developmental domain (e. g. the theory of 
meta-contrast and relative identity salience) as well as to further our knowledge of how 
English children conceive their own nationality. 
4: 4 Aims and rational of the following empirical studies 
The present thesis consists of five empirical studies that were designed in order to 
address these gaps in the existing research and theoretical issues that have been identified 
in Chapters Three and Four. Study One is an exploratory investigation into English 
children's understanding of their own nation. Both age and social factors (namely, travel 
experience and regional differences, i. e. children from rural, urban and metropolitan were 
included in the study) were incorporated into the design. 
The need to establish a reliable measure of the importance of certain identities in 
children was identified in Study One. Study Two reports the development of such a 
measure (i. e. the relative subjective importance task). The reliability of the relative 
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subjective importance task was established via the administration of the task in 
conjunction with two other comparative identity measures. 
The literature review of children's development of national identity identified that 
the predictions of SCT have not been tested previously within a developmental domain. 
Study Three therefore uses the relative subjective importance task developed in Study 
Two to test some of these predictions. The SCT's predictions concerning identity 
saliency, ingroup preference, perceived group homogeneity and stereotype content 
changing in various contexts were directly tested using a quasi-experimental design of 
adjective attribution in either comparative or non-comparative contexts followed by the 
relative subjective importance task. 
The results of Study Three failed to support the predictions of SCT. One of the 
identified reasons as to why these predictions were not upheld was that the adjective 
attribution task alone was not sufficient in raising the saliency of national identity. Study 
Four therefore was designed to replicate Study Three but with an additional identity 
saliency manipulation. This manipulation took the form of a video of the European Cup 
semi-final England verses Germany football match. 
Results from Studies One, Three and Four all suggested that both age and social 
group factors contribute to how children understand their national identity. The social 
group and amount of travel experience were both identified as important factors in 
determining how the child comprehends their national identity. SRT advocates that social 
factors influence how the child understands their social world and thus can be used to 
account for these findings. If social factors are important for children's socio-cognitive 
development, then positive correlations between children's attitudes and at least some 
environmental factors (such as parental attitudes) may be expected. The present study 
aimed to assess if parents are one possible source that contributes to the development of 
children's national identity. Parental attitudes toward the nation and European issues were 
therefore correlated with the importance children place upon the national identity in the 
relative subjective importance task. 
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CHAPTER FIVE 
Study 1: English Children's Understanding of Englishness 
5: 1 Introduction 
The present study was an exploratory study investigating English children's 
understanding of their own nation. Although the content of adults' national identity has 
been a prolific area of research in recent years within the realm of social psychology 
(Peabody, 1985; Abrams and Hogg, 1987; Taylor, 1991; Breakwell and Lyons, 1996; 
Condor, 1996), few studies have explored how English children understand their own 
nation. The main aim of the present study therefore was to ascertain how English children 
understand and talk about their nation. 
Recent studies have investigated English children's understanding of other 
countries. Barrett and Short (1992) investigated the nature of 5-10 year old English school 
children's attitudes (cognitive and affective) towards four European national groups 
(French, German, Spanish and Italian people). The results of this study revealed that by the 
age of 8 years old English children held consistent views about other European countries. 
Affective responses suggested that the French and Spanish were most liked whereas the 
Germans were the least liked Europeans for this sample. 
The Barrett and Short (1992) study also suggested children's affect concerning a 
nation developed before cognitive knowledge. The children in this study were able to report 
which national groups they liked (French and Spanish) and disliked (German). The 
youngest children also reported knowing most about the two most liked national groups. 
Although these children were unable to provide any or very little factual information 
concerning the Germans, it did not prevent them from offering negative evaluations of 
them. The children knew most about the group of people they liked the most, less about the 
group of people they disliked but least of all about those groups that they were neither liked 
or disliked. This pattern of responses has been noted elsewhere (Tajfel and Jahoda, 1966; 
Lambert and Klineberg, 1967; Johnson et al., 1970). The exact nature of this relationship 
between the development of cognitive and affective attitudes within the realm of national 
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groups is unclear (i. e. whether or not it is a causal relationship, see section 4: 3: 5 in the 
previous chapter). An exploratory study into English children's understanding of their own 
nation therefore ought to take this into account. 
Barrett and Short (1992), however, did not ask their subjects what they thought 
n, k about their own country. Other studies have asked children about their own nationality but 
usually in conjunction with ascertaining children's views about other countries as well 
(Meltzer, 1941; Jahoda, 1962,1963; TaJfel and Jahoda, 1966; Middleton et al. 1970; Barrett 
et al., 1997). These studies have generally noted a strong liking of the ingroup. A growing 
acknowledgement of individual differences with less homogeneity of responses concerning 
both the ingroup and outgroup with age has also been noted. 
Although the present study was primarily an exploratory one, certain theoretical 
issues are prevalent. Basically, according to the cognitive-constructivist account, children's 
socio-cognitive development is predicted to follow a specific path in line with the 
prescribed stages. Therefore a shift in children's understanding of the nation and national 
identity ought to be apparent at around 7-8 years old when the child's underlying cognitive 
structures permit a non-egocentric and less rigid understanding of the social world. The 
SRT approach does not make any predictions concerning age-related trends but does 
suggest that the child's social understanding will reflect their social groupings which may 
include age groups. The present study makes no attempt to study SIT and SCT and therefore 
remains neutral about these theories. 
5: 1: 1 Aims of the present study 
The previous research outlined above suggests that although the prevailing national 
stereotypes of the English have been studied in adults, comparatively fewer studies have 
investigated national stereotypes of the English held by English children. This first, 
exploratory study therefore was expected to serve as a guide to how English children talk 
about their nation in order to steer subsequent studies. The aims of this first study were 
threefold: first, to establish how and what English children understand about their nation in 
order to guide the wording and approach of subsequent studies; second, to establish if any 
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age-related trends were evident in these understandings; and third, to investigate whether 
children from metropolitan, urban and rural regions differ in their conceptions of the nation. 
5: 2 Method 
5: 2: 1 Subjects 
Two hundred and eight children aged between 5: 5 and 11: 6 years (mean age 8.46 
years, standard deviation 1.75), of which 92 were boys and 116 were girls. The children 
were interviewed from four schools across the country: Fleet Infant School and Velmead 
Junior School in Fleet, Hampshire (n=77); Chase Bridge County Primary School, 
Hounslow, London (n=68); and Earle County Primary School, Wavertree, Liverpool 
(n=63). For the purpose of statistical analysis the children were divided into three age 
groups; young (75 children in years 1&2), middle (68 children in years 3&4), and old (65 
children in years 5&6). Table 5: 1 reports the subject details. 
Initially a letter was sent home to the child's parent asking them permission to 
interview their child. The parents were also asked to complete a short questionnaire 
concerning their child's birth place and travel experience (see Appendices AI and A2). A 
total of 192 letters were distributed at Fleet Infant School and Velmead Junior School. A 
total of 103 replies were received. This constitutes a 54% response rate from Fleet Infant 
School and Velmead Junior School. A total of 192 letters were distributed at Chase 
Bridge Primary School. A total of 105 replies were received. This constitutes a 55% 
response rate from Chase Bridge Primary School. A total of 214 letters were distributed at 
Earle County Primary School. A total of 80 replies were received. This constitutes a 
37.4% response rate from Earle County Primary School. 
5: 2: 2 Overview 
This study was interview based with a mixture of open and closed questions as 
well as picture sorting tasks. All children were asked all of the questions in the same 
order. The parents were also asked to complete a short interview schedule concerning the 
nationality and travel experiences of their children. A copy of the interview schedule can 
be found in Appendix A3. All of the tasks employed were designed for this study. The 
85 
closed questions concerning adjective attributions were replicated from Barrett and Short 
(1992). All other methods were designed and piloted for this current study. The design of 
the study was 3 (place) x3 (age group) x 2(sex) independent groups. 
TABLE 5: 1 Frequency, mean age and standard deviation in years of subjects broken 
down by age, sex and place 
FLEET LONDON LIVERPOOL TOTAL 
Boys girls Boys girls boys Girls 
YOUNG 15 12 12 _ 9 12 15 75 
6.51 6.40 6.46 6.90 6.57 6.47 6.53 
(0.62) (0.61) (0.63) (0.61) (0.42) (0.45) (0.56) 
MIDDLE 9 14 14 13 4 14 68 
8.42 8.33 8.53 8.74 8.41 8.88 8.58 
(0.67) (0.53) (0.60) (0.67) (0.57) (0.64) (0.63) 
OLD 11 16 8 12 7 11 65 
10.67 10.56 10.87 10.48 10.46 10.40 10.56 
(0.58) 1(0.62) (0.50) 1(0.58) (0.48) 1(0.43) (0.55) 
TOTAL 77 68 63 208 
8.48 8.61 8.28 8.46 
(1.84) 1(1.67) (1.73) (1.75) 
5: 2: 3 Materials 
5: 2: 3: 1 Relative Subjective Importance Task (RSI) 
A total set of twenty-six cards was used. Written on each card were the possible 
identities applicable to the child: '5 years old', '6 years old', '7 years old', '8 years old', 
'9 years old', '10 years old', 'I] years old', 'boy', 'girl', 'European', 'English', 
'Northerner', 'Southerner ', 'a person from Fleet', 'a person from Hounslow', 'a person 
from Wavertree', 'a person from Hampshire', 'a person from London', 'a Person from 
Liverpool', 'white', 'black', 'Asian', 'Christian', 'Jewish', 'Hindu'and 'Muslim'. 
5: 2: 3: 2 Picture Sorting Task 
A set of twenty picture post cards was used. This set of twenty cards was chosen 
from an original set of 55 cards that had been rated on a seven point scale by 25 adults for 
their 'Englishness'. The adults were asked to look at the 55 picture cards and state on a 
scale of one to seven how English they thought they were; seven being very English and 
one being not at all English. From this original set of 55 cards, the ten cards rated the 
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most and the ten cards rated the least English were used in the current study. The ten most 
English cards were: Big Ben (mean rating 6.96), Guards at Buckingham Palace (6-94), 
Beefeaters (6.92), Stonehenge (6.72), a pub (6.64), Union Jack and sports personalities 
(6.68), sterling (6.52), Bournemouth (6.48), Morecomb and Wise (6.64) and a scene of 
country cottages (6.48). The ten least English cards were: a palm beach (1.04), Kenya 
(1.08), Asian statues (1.12), Venice (1.08), a camel (1.08), an African mask (1.20), zebras 
(1.24), the Eiffel Tower (1.44), the Egypti an Pyramids (1.16) and traditional Dutch cheese 
carriers (1.20). 
5: 2: 4 Procedure 
Each child was interviewed separately in a quiet room made available in their 
school. After establishing rapport with the child it was explained that the interviewer was 
interested in finding out what the child thought about certain things. Reassurance was 
given that this was not a test and there were no right or wrong answers and that no one 
other than the interviewer would know what they had said. 
The interview was initiated by asking the child what they thought they were. The 
RSI task followed. The complete set of cards was spread out in front of the child. The 
experimenter explained that these were all words or phrases that could be used to describe 
people. The child was then asked to choose all of the words or phrases that they thought 
could be used to describe them. It was emphasised that there were no right or wrong 
answers and they could choose as many of the cards as they wanted. The child was then 
asked which one of the chosen identities was most important to them. The experimenter 
stressed that the aim of the task was to choose the card that was most important to them; 
the one that meant the most to them. This card was then removed. Then next most 
important was then chosen and so on until all the cards had been used. 
The child was then asked why they thought they were English or not and what 
sorts of things make someone English. 
A picture card sort then followed. The child was shown the 20 cards that had been 
previously rated by adults as typically English and typically foreign. The child was first 
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asked to sort the cards into any groups they thought they could. Next the child was asked 
to sort the pictures into groups of English and non-English items. 
The child's beliefs about English people were explored next. The subjects were 
asked to describe English people. Five questions then followed which asked the children 
to describe the occupations, eating habits, and physical characteristics of English people. 
An adjective attribution task was then presented to the children in the form of eight 
closed questions. 
Affective beliefs were then ascertained by directly asking the child if they liked 
English people and the degree to which they felt English themselves. The children were 
also asked to justify their responses. 
5: 3 Results 
5: 3: 1 RSI task of self identification 
The identities ranked in the RSI task were scored by attributing a rank score of '1' 
to the identity considered most important, '2' to the second and then so on. If a card was 
not chosen it was ranked as least important and if 2 or more cards were not chosen an 
average least important rank score was given. Kruskal Wallis non-parametric tests 
(corrected for ties) were applied to the ranked scores for seven of the identities (age, 
gender, immediate locality, intermediate locality, regional, national and European) taking 
age, sex and place as the independent variables. No sex differences were obtained and 
hence not reported. 
For the purpose of the analysis concerned with the effect of age the children were 
divided into three age groups (young, middle and old). Table 5: 2 details the actual mean 
ranks for the seven identities for each age group. Significant effects for age were obtained 
for the mean ranking of the child's age identity (X2 (2)=40.57, p<0.0001), regional identity 
(x 2 (2)=1 1.29, p<0.001) as well as national identity (X 2 (2)= 13.65, p<0.00 1) and immediate 
location Q2 (2)=8.07, p<0.05). The importance of the age identity and immediate location 
identities decreased with age whereas the regional and national identities increased with 
age. Table 5: 2 also reports the Mann Whitney post hoc tests used to locate precisely 
where the significant differences fell. 
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Significant effects for place were also found using Kruskal Wallis tests for the 
mean rankings of immediate location (X 2 (2)=18.45, p<0.0001) and intermediate location ( 
x2 (2)=32.39, p<0.0001) as well as the subjective importance of being European (X 
2 (2)=7.76, p<0.05). Table 5: 3 gives a detailed breakdown of the mean ranks and post hoc 
Mann Whitney tests. 
Ranks within each age group were analysed using Kendall's Coefficient of 
Concordance in order to see if there were significant levels of agreement amongst the 
children within each age group about the relative importance of the various identities (see 
Appendix A4). The order in which the youngest children ranked the cards was: age, 
gender, English, immediate location, intermediate location, European and regional. The 
middle age group ranked the cards in the following order: gender, English, age, 
intermediate location, immediate location, European and lastly regional. The oldest 
children ranked the cards in the following order: English, gender, age, intermediate 
location, immediate location, European and lastly regional. 
5: 3: 2 Place a,, -id seýf identification 
The categorization procedure yielded non-parametric frequency data. Thus, log 
linear analyses were used to address those questions looking for a relationship involving 
place, age, sex with a categorical response. Empty cells were obtained in the actual data; in 
these circumstances log linear modeling, which works on odd ratios, cannot calculate the 
required parameters. Therefore, SPSS/windows (which was used to analyse the data) adds 
0.5 to all cell counts by default. Therefore the results may be conservative. The results 
obtained using these methods (and others where appropriate) follows. 
Most children (96%) were able to give a response to the question "Where would you 
say you are from? ". Responses included a variety of answers including England, local 
town/city, home address, birth place (if different from current residence) and idiosyncratic 
responses such as "from my mummy's tummy" (see Table 5: 4). A significant association 
with age was found (X2 (2)=16.59, p<0.05) with more of the youngest children giving their 
actual home address or being unable to respond. 
A significant association with place (X 2 (2)=46.34, p<0.001) was also found in 
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response to the question "Where would you say you are from? " (see Table 5: 5). More of 
the children in Liverpool gave their local area (i. e. Liverpool) in response to the question 
than the other two locations whereas these other two areas were more likely to state 
'England'. The children in Fleet also gave their actual birth-place more frequently. 
When asked whether or not they thought they were English, a significant association 
with age was obtained (X2 (2)=10.27, p<0.01) with seven of the young children claiming not 
to be English at all compared with none of the middle or old children. 
If the children did think that they were English, they were asked "Why do you think you are 
English? ". The most common responses were: language/speaking English, being born in 
England, living in England and having English parents (see Table 5: 6). Separate log linear 
analyses were conducted for each response type as some children reported more than one 
answer. Significant associations with age were found for mentioning being born in England 
Q2 (2)=13.94, p<0.001) and for having English parents (X2 (2)=13.2, p<0.001) with the 
oldest children more likely to mention these items than the youngest children. 
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TABLE 5: 2 Mean ranks of the seven identities ranked in the RSI task broken down 
by age and the results of the statistical analysis (ns = not significant) 
-------------------- 
Variable/ 
-------------------- 
Mean 
------------------------------- 
Kruskal 
Age Group Rank Wallis 
----------------------- 
Age 
---------------------- ------------------------------------ 
YOUNG 2.44 x2 (2)=40.57 
MIDDLE 3.86 P<0.0001 
OLD 4.46 n=207 
Gender 
YOUNG 2.70 x2 (2)=2.42 
MIDDLE 2.69 ns 
OLD 2.63 n=207 
Immediate location (Fleet, Hounslow, Wavertree) 
YOUNG 4.84 x2 (2)=8.07 
MIDDLE 5.74 P< 0.01 
OLD 5.78 n=207 
------------------------------------------------------------------------ 
Interm. ediate location (Hampshire, Liverpool, London) 
YOUNG 5.02 x2 (2)=2.002 
MIDDLE 5.57 ns 
OLD 5.55 n=207 
------------------------------------------- 
Regional (northerner, southerner) 
----------------------------- 
Post hoc Mann 
Whitney tests 
(I)young vs. middle, z=4.48, 
P<0.001 
(2)young vs. old, z=6.12, 
P<0.001 
(I)young vs. middle, z=2.48, 
P<0.0 I 
(2)young vs. old, z=2.39, 
p<0.05 
YOUNG 7.20 x2 (2)=1 1.29 (I)young vs. middle, z=3.47, 
MIDDLE 7.51 p= 0.004 P<0.001 
OLD 7.25 n=207 
I --------------------------- 
National (English) 
----------------- ------------------------------- ---------------------------------------- 
YOUNG 3.74 x2 (2)=13.65 (I)young vs. middle, z=2.29, 
MIDDLE 2.88 P= 0.001 p<0.05 
OLD 2.52 n=207 (2)young vs. old, z=3.47, 
----------- ----------------- ------------------------------- 
P<0.001 
---------------------------------------- ---------------- 
European 
YOUNG 7.20 
2 
X (2)=0.76 
MIDDLE 6.59 ns 
OLD 
---------------------------- 
6.71 
---------------- 
n=207 
------------------------------- ----------------------------------------- 
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TABLE 5: 3 Mean ranks of immediate locationg intermediate location and European 
identities ranked in the RSI task broken down by place and the results of the 
statistical analysis 
Variable/ Mean Kruskal 
Place Rank Wallis 
Immediate location (Fleet, Hounslow, Wavertree) 
FLEET 4.49 x2 (2)= 18.45 
LONDON 5.17 p< 0.0001 
LIVERPOOL 6.37 n=207 
Intermediate location (Hampshire, Liverpool, London) 
FLEET 5.62 x2 (2)=32.39 
LONDON 6.37 p< 0.0001 
LIVERPOOL 4.08 n=207 
Europeaii 
FLEET 
LONDON 
LIVERPOOL 
Post hoc Mann Whitney 
Tests 
(I)Fleet vs. Liverpool, z= 
4.13, p<0.001 
(2)London vs. Liverpool, z= 
3.20, p<0.001 
(I)Fleet vs. Liverpool, z= 
3.95, p<0.0001 
(2)London vs. Liverpool, z= 
5.63, p<0.00001 
(3)London vs. Fleet, z=2.34, 
p<0.05 
6.54 x2 (2)=7.76 (I)Fleet vs. Liverpool, z= 
6.83 p< 0.0001 2.54, p<0.01 
7.37 n=207 (2)London vs. Liverpool, z= 
2.28, p<0.05 
------------------------------------------------------------------------------------ 
TABLE 5: 4 Frequency and percentages of responses to the question "Where would 
you say you were from? " broken down by age 
England local address birth place other don't know 
YOUNG 16 35 8 4 5 7 
21% 47% 11% 5% 7% 9% 
MIDDLE 22 35 1 6 3 1 
32% 52% 1.5% 9% 4% 1.5% 
OLD 19 33 0 8 5 0 
11 29% 1 51% 1 0% 1 120, /-, 1 8% 1 0% 1 
Log linear analysis; age effect: X2(2)=16.59, p<0.05. 
Fisher Exact Post hoc tests: 
address: young vs. middle; z= 1.9 1, p<0.05 
young vs. old; z=2.34, p<0.01 
don't know: young vs. Middle; z=1.67, p<0.05 
young vs. old; z=2.13, p<0.025 
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TABLE 5: 5 Frequency and percentages of responses to the question "Where would 
you say you a re irom., ., D rOKen uownDypiace 
England Local area address birth place other don't know 
Heet 21 
27% 
26 
34% 
5 
7% 
16 
21% 
4 
5% 
5 
6% 
London 27 
40% 
31 
45.5% 
2 
3% 
0 0% 7 
10% 
1 
1.5% 
Liverpool 9 
14.2% 
46 
73% 
1 
2 
3.2% 
1 
2 
3.2% 
2 
3.2% 
2 
3.2% 
Log linear analysis; place effect: X 2(2)=46.34, p<0.00 1- 
Fisher Exact post hoc tests: England: 
Local: 
Birth Place: 
Fleet vs. Liverpool; z=2.74, p<0.05 
London vs. Liverpool; z=9.37, p<0.005 
Fleet vs. Liverpool; z=19.83, p<0.0005 
London vs. Liverpool; z=9.05, p<0.005 
Fleet vs. Liverpool; z= 13.84, p<0.0005 
Fleet vs. London; z=8.08, p<0.005 
TABLE 5: 6 Frequency and percentages of responses to the question "Why do you 
think you are English? " broken down by age 
Speak English bom in England live in England parents are English 
YOUNG 20 20 19 3 
27% 27% 25% 4% 
MIDDLE 14 32 15 9 
21% 47% 22% 13% 
OLD 20 37 15 15 
31% 57% 23% 23% 
Log linear analysis, associations with age: Born in England: X2 (2)=13.94, p<0.001. 
Post hoc tests: young vs. middle, X 2(l )=5.56, p<0.025 
young vs. old, X 2(1)=l 1.98, p<0.0005 
Parents English, X2 (2)= 13.2, p<0.00 1. 
Post hoc tests: young vs. old, X2(l )=9.67, p<0.005 
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An accumulative score was calculated giving one point for each pertinent response to the 
question "Why do you think you are English? ". Thus a minimum of 0 was scored for a non- 
response and the maximum of 5 for mentioning all the above points as well as one other 
relevant response (for example, celebrating English customs). A three-way (age x place x 
sex) ANOVA revealed a significant effect for age (F(2,189)=9.523, p<0.001) with the older 
children being able to supply more numerous answers than the youngest and middle age 
group of children (see Table 5: 7). 
TABLE 5: 7 Mean scores and standard deviations for the accumulative score in 
response to the question "Why do you think you are English? " broken down by age 
Age Groups I Mean Scores (s. d. ) 
YOUNG 0.89 (0.63) a 
MIDDLE 1.07 (0.72) b 
OLD 1.40 (0.75) a 
Main effect of age (F(2,189)=9.52, p<0.0001) 
Bonferroni adjusted post hoc t-tests : a( I)young vs. old, t=4.32, p<0.001 
b (2)n-ýddle vs. old, t=2.57, p<0.01 
Significant associations with age (X 2 (2)=53.82, p<0.0001) and place (X 2 (2)=38.539 
p<0.0 1) were found in response to the question regarding where the children would most 
love to live in England (see Appendices A5 and A6 respectively). The older children 
reported liking where they currently lived more than the youngest children. The youngest 
children most often reported somewhere else altogether (examples include 'in a castle' or 
'Eurodisney' as well as mentioning holiday destinations such as Spain and France). The 
children in London reported liking to live in other areas of the south of England. 
A significant association with age (X 2 (2)=70.41, p<0.0001) was found in response to 
the question "Where would you most hate to live in England? " (see Appendix A7). The 
youngest children were more likely to respond with an idiosyncratic answer (e. g. 'a swamp', 
'-outside') or not be able to respond at all. The middle and oldest children frequently 
reported London as the worst place to live in England. 
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5: 3: 3 Picture card sort 
Ten cards with very English scenes and ten cards with very non-English scenes 
which had been previously rated by adults for their degree of Englishness were spread out in 
front of the child. Initial qualitative analysis of the free sorting task did not reveal anything 
of note. The child then had to sort the cards into two piles separating the English and non- 
English scenes. Two scores were calculated; the first being the number of cards correctly 
ascribed as being English and the second score being the number of cards correctly ascribed 
as not being English (both scores therefore could range from 0 to 10). Two separate four 
way ANOVAs were performed to ascertain the effects of age, sex, place and travel 
experience upon the correct identification of the English and the non-English cards (see 
Table 5: 10 for how travel experience was coded). Only the significant results are reported. 
Significant main effects for both place and age (F(2,207)=6.75, p<0.01 and 
F(2,207)=13.81, p<0.0001 respectively) as well as a place by age interaction effect 
(F(4,207)=3.13, p<0.05) were found for the number of cards being correctly grouped as 
English (see Table 5: 8). The youngest children and those from Liverpool scored lower than 
the other groups. The children from Liverpool in the youngest and middle age band had 
lower scores than the children from London and Fleet in these age groups. These differences 
disappear in the oldest band. 
A significant age effect (F(2,207)=10.99, p<0.0001) was also obtained for the 
number of cards correctly ascribed to the non-English group with the oldest children 
performing better than the youngest children (see Table 5: 9). 
A significant effect of travel experience abroad irrespective of age was also found 
for both identifying the English and non-English cards correctly (F(3,206)=3.52, p<0.05 and 
F(3,206)=2.82, p<0.05 respectively, see Table 5: 10). 
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TABLE 5: 8 Mean scores and standard deviations for the correct identification of the 
Engli h cards broken down by place and age 
PlacelAge 
FLEET 
LONDON 
LIVERPOOL 
TOTAL 
YOUNG MIDDLE OLD TOTAL 
7.22(2.50) 
7.24(2.72) 
6.81(2.76) 
7.08(2.63) 
8.96(1.1 I)e 
8.59(l. 58) f 
6.22(2.32) e 
8.09(2.0 I)d 
8.93(0.96) 
9.00(l. 56) 
8.83(0.99) 
8.92(l. 16) 
8.34(l. 87) 
8.29(2.13) 
7.22(2.46) ab 
Significant place effect: F(2,206)=6.75, p<0.001. 
Bonferroni adjusted post hoc t-tests; a (I)Fleet vs. Liverpool, t=2.97, p<0.001. 
'(2)London vs. Liverpool, t=2.68, p<0.001. 
Significant age effect: F(2,206)= 13.8 1, p<0.000 1. 
Bonferroni adjusted post hoc t-tests; '(I)young vs. old, t=5.22, p<0.0001. 
d(l )middle vs. old, t=2.92, p<0.01. 
Place and age interaction effect: F(4,206)=3.13, p<0.05. 
Bonferroni adjusted post hoc t-tests; e(l )Middle Fleet vs. Middle Liverpool, t=4.99, 
P<0.0001. 
f(2)Middle London vs. Middle Liverpool, t=4.09, 
P<0.000 1. 
TABLE 5: 9 Mean scores and standard deviations for the correct identification of the 
non-English cards broken down by place and age 
Placel. Age I YOUNG MIDDLE OLD TOTAL 
FLEET 
LONDON 
LIVERPOOL 
TOTAL 
7.44(2.06) 8.74(2.18) 9.33(0.96) 
7.33(3.01) 8.33(l. 54) 8.85(l. 39) 
7.04(2.70) 7.44(2.55) 8.67(2.11) 
7.27(2.55) a 8.24(2.10) 9.000.49) 
8.49(l. 95) 
8.18(2.13) 
7.62(2.56) 
Significant age effect: F(2,207)=10.99, p<0.0001. 
Bonferroni adjusted post hoc t-tests: a( I )young vs. old, t=4.18, p<0.0001. 
TABLE 5: 10 Mean scores and standard deviations for the correct identification of the 
Emlish and non-En2lish cards broken down by travel experience* 
English Cards 
Travel Experience 
NEVER BEEN ABROAD 
WITHIN EUROPE 
OUTSIDE EUROPE 
IN AND OUT EUROPE 
Non-English Cards 
7.34(2.73) a 
8.22(l. 88) 
8.17(l. 70) 
8.68(l. 28) a 
7.50(2.59) 
8.33(2.04) 
8.25(l. 60) 
8.68(l. 28) 
* travel experience denotes a minimum of a two week stay 
English cards: Significant effect of travel: F(3,206)=3.52, p<0.05. 
Bonferroni adjusted post hoc t-tests: a( I)never vs. in+out Europe, t=2.58, p<0.01. 
Non-English cards: Significant effect of travel: F(3,206)=2.82 p<0.05. 
Bonferroni adjusted post hoc t-tests: b(l )never vs. in+out Europe, t=2.35, p<0.01. 
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5: 3: 4 Stereotypical attributions, evaluations and affect 
The open ended responses to the questions "Tell me about English people, the 
people who live in England? What do you know about them? " were sorted into five 
categories according to the content of the answers. The five categories included language 
(e. g. 'They speak English' or 'I can understand them, not like the French'), skin colour (e. g. 
'English people are white'), playing sport (e. g. 'We're good at rugby and football'), 
affective responses (e. g. 'I like English people, they are kind') and factual answers (e. g. 
'London is the capital of England', 'It rains a lot', 'The Queen and Big Ben'). These 
categories were rated by two independent assessors and a convergence of 95% in their 
ratings achieved and the frequency of the responses broken down by place and age can be 
seen in Appendix A8. Correspondence Analyses were performed in order to ascertain any 
place or age differences in the content of these responses. Correspondence Analysis is a 
multivariate, multi-dimensional technique that measures the degree of association between 
the responses and subjects and then represents these associations graphically. No significant 
effects were found. 
The frequency of responses by place and age to the open question concerning the 
jobs English people do is illustrated in Appendix A9. Single responses were not included in 
these calculations. Correspondence Analyses was performed on this frequency data in order 
to ascertain any age or place effects. See Figure 5: 1 for the output plot. A one dimensional 
solution was obtained suggesting a significant place effect (X2 =27.01, inertia =0.14, % of 
inertia =58.43, p<0.005). The children from Fleet were more likely to suggest office-based 
and teaching jobs as typically English whereas the children from London and Liverpool 
were more likely to suggest the service industry (e. g. retail and cleaning). No other 
significant place or age effects were found. 
The frequency of responses by place and age to the open question concerning the 
foods that English people eat is illustrated in Appendix AlO. Chips, meat and vegetables 
were the most frequently mentioned foods that English people eat. Correspondence 
Analyses were performed in order to ascertain any place and age differences in the content 
of these responses. No significant effects were found. 
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Frequency responses and log linear analyses to the set questions are detailed in 
Table 5: 11. The majority of results indicate an age effect with the oldest children making 
more "both" responses and the youngest children choosing the most positive option. 
As well as the above age effects, a place effect (X 2 (6)=22, p<0.001) for the 
adjectives 'peaceful/aggressive' and an effect for sex (X2 (3)=8.28, p<0.05) for the adjectives 
(nice/not nice' were found. Less children in London (18 compared with 38 in Fleet and 35 
in Liverpool) felt English people were peaceful compared with the other two regions and 
less children in Liverpool (17 compared with 31 in London and 28 in Fleet) felt that they 
could be considered as both peaceful and aggressive. More girls (67) than boys (5 1) tended 
to report that English people were nice. 
The children's affect responses to the English were ascertained by directly asking 
them: "Do you like English people, the people who live in England? ". This question was 
immediately followed by "How much do you like/dislike them; a lot, a little or what? ". No 
significant age or place effects were found with 138 of the children reporting that they liked 
English people a lot, 48 children reporting liking English people a little, 16 disliking th--m a 
little and three disliking them a lot. When asked to justify their answers the majority of 
children reported behavioural or psychological characteristics such as "they are nice and 
kind". 36 children reported liking English people "because they are the same as me". 
No main effects for place or age were obtained when the children were asked how 
English they were. When asked to justify these responses the children reported speaking 
English, being born in England, living in England, having English parents or something else 
(for example following English customs such as Christmas and Easter). An accumulative 
score was calculated by allocating one point for each pertinent answer. A significant effect 
for age (F(2,189)=37.20, p<=0.0001) was found with the two older groups of children being 
able to produce more comments than the youngest children (see Table 5: 12). 
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TABLE 5: 11 Frequency of responses to the question "Which words best describe 
English people? " broken down by age and results of the statistical analysis. 
------------------------------------------------------------------------------------------------------------------------------- 
Young Middle Old Log Linear Analyses Post hoc test 
(main effect of age) 
------------------- 
white 
----------- 
46 
------------ 
44 
------------ 
29 
------------------------ ------------- 
white: 
----------------------------------------- 
young vs. old, X2=8.07, p<0.005 
tanned 03 00 03 x2 (8)=46.1 1 middle vs. old, X2=5.10, p<0.025 
black/brown 10 00 00 P<0.0001 all kinds : young vs. old, X2=16.16, p<0.005 
all kinds 13 21 33 
other/dk 03 02 00 
------------------- 
tall 
----------- 
17 
------------ 
18 
------------ 
08 
------------------------ ------------- 
tall: 
----------------- 
middle vs. old, x2=3.54, p<0.05 
short 03 00 00 x2 (8)= 17.7 8 middle: young vs. old, X2=4.70, p<0.025 
middle 04 09 12 p<0.05 
both 48 40 44 
other/dk 03 00 01 
------------------- 
happy 
----------- 
46 
------------ 
32 
------------ 
18 
------------------------ ------------- 
happy: 
----------------- 
young vs. old, X2 =3.74, p<0.05 
unhappy 02 03 00 x2 (6)=27.47 young vs. old, X2= 15.55, p<0.0005 
both 22 33 44 P<0.0001 middle vs. old, X2 =3.72, p<0.05 
don't know 03 00 00 both: young vs. middle, X2 =4.26, p<0.025 
young vs. old, X2 =20.76, p<0.005 
middle vs. old, X2 =5.86, p<0.025 
------------------- 
dirty 
----------- 
07 
------------ 
01 
------------ 
02 
------------------------ ------------- 
dirty: 
----------------- 
young vs. old, X 
2=1 
. 65, P---0.05 
clean 49 45 29 x2 (6)=20.80 clean: young vs. old, X2=5.25, p<0.025 
both 17 21 34 P<0.0 I both: young vs. old, X2=l1.96, p<0.0005 
don't know 02 00 00 
------------------- 
bad 
----------- 
06 
------------ 
01 
----------- 
01 
------------------------- ------------- 
good: 
----------------- 
young vs. old, X2 =21.33, p<0.0005 
good 39 31 08 x2 (6)=39.23 middle vs. old, X 2= 16.68, p<0.0005 
both 29 34 56 P<0.0001 both: young vs. old, X2 =30.96, p<0.0005 
don't know 01 01 00 middle vs. old, X2= 18.89, p<0.0005 
------------------- 
aggressive 
----------- 
07 
------------ 
05 
----------- 
10 
------------------------- ------------- 
peace.: 
----------------- 2 
young vs. old, X= 15.13, p<0.0005 
peaceful 44 31 16 x2 (6)=35.22 middle vs. old, X2 =5.84, p<0.025 
both 13 30 33 P<0.0001 both: young vs. old, X2 =12.15, p<0.0001 
don't know I1 01 06 young vs. middle, X2 =8.13, p<0.005 
------------------- 
clever 
----------- 
54 
------------ 
39 
----------- 
15 
------------------------- ------------- 
clever: 
----------------- 
young vs. old, X2 =31.42, P<0.005 
stupid 04 01 04 x2 (6)=43.19 middle vs. old, X2= 15.42, p<0.0005 
both 15 26 46 P<0.0001 both: young vs. middle, X2 =5.66. p<0.025 
don't know 02 01 00 young vs. old, X2 =35.77, P<0.0005 
middle vs. old, X2= 13.34, p<0.0005 
------------------- 
hardworking 
----------- 
56 
------------ 
33 
----------- 
21 
------------------------- ------------- 
hrdwk.: 
----------------- 
young vs. middle, X2 =8.17, P<0.005 
lazy 07 02 06 x2 (6) = 34.62 young vs. old, X2 =25.56, P<0.0005 
both 11 32 38 P<0.0001 middle vs. old, X2 =3.25, p<0.05 
don't know 01 00 00 both: young vs. middle, X2= 16.82, p<0.00 I 
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TABLE 5: 11 continued 
nice 52 37 29 
not nice 04 01 00 
both 18 29 36 
don't know 00 00 00 
------------------- 
rich 
------------ 
33 
------------ 
15 
-------- 
14 
poor 12 03 02 
both 27 48 49 
don't know 
------------------ 
03 
------------ 
01 
------------ 
00 
-------- 
no significant 
age effects 
no significant 
age effects 
TABLE 5: 12 Mean accumulative scores to the question "Why do you think you are 
English? " broken down by age 
I 
Age Groups Mean Scores 
YOUNG 0.65 (0.56) a 
MIDDLE 1.41(0.80) b 
OLD 1.72(0.89) a 
Main effect of age (F(2,189)=37.20, p<0.0001) 
Bonferroni adjusted post hoc t-tests: '(I)young and old, t=8.61, p<0.0001 
b (2)young and rniddle, t=6.65, p<0.0001 
5: 3: 5 Correlations between variables 
In order to investigate the relationships between the variables (subjective 
importance, factual knowledge and affect responses) a Kendall's Tau B correlation matrix 
was derived for the RSI rankings of immediate location, intermediate location, being 
English, identification of the English cards, identification of the non-English cards, "how 
much do you like English people? " and "how English do you feel? ". The children's age 
was patialled out in all of these correlations. Table 5: 13 details the correlations obtained. 
Spearman's correlation matrices were derived for each age group (young, middle 
and old) and place (Fleet, London and Liverpool) separately. The following significant 
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correlations were found For the youngest age group the subjective importance of 
intermediate location was found to correlate significantly with the subjective importance 
of being English (r=-0.24, p<0.05) and immediate location (r=-0.32, p<0.01). The 
identification of the English cards was also found to correlate significantly with the 
subjective importance of the intermediate location (r=0.28, p<0.05) and the identification 
of the non-English cards (r=0.40, p<0.001). The identification of the non-English cards 
was also found to correlate significantly with the subjective importance of being English 
(r=-0.26, p<0.05). The subjective importance of being English also correlated with how 
English the child felt (r=0.50, p<0.001). How English the child felt also correlated 
significantly with how much the child liked English people for this age group (r=0.27, 
p<0.05). 
With the children in the middle age group, the subjective importance of the 
intermediate location correlated significantly with the identification of the English cards 
(r=0.32, p<0.01) and with how English they felt (r=0.26, p<0.05). 
Within the oldest age group, the identification of the English cards correlated 
significantly with the subjective importance of the immediate location (r=-0.35, p<0.005' ) 
and intermediate location (r= -0.28, p<0.05). 
The Spearman's correlations were also performed for each place separately. In 
Fleet, the subjective importance of the intermediate location was found to correlate with 
the immediate location (r=0.29, p<0.01). The identification of the English cards was also 
found to correlate significantly with the identification of the non-English cards (r=0.24, 
p<0.05). 
In London, the subjective importance of being English was found to correlate 
significant with the identification of the non-English cards (r=-0.27, p<0.05) and with 
how English they felt (r=0.41, p<0.001). How English the children felt was also found to 
correlate significantly with the subjective importance of the immediate location (r--0.25, 
p<0.05). 
In Liverpool the identification of the English and non-English cards correlated 
significantly (r--0.32, p<0.05). 
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Immrank 
TABLE 5: 13 Intervariable Kendal's Tau B correlation matrix 
with age partialled out 
0.04 
ns 
Intrank 0.09 
ns 
Eng cards -0.07 
ns 
Non-E cards -0.08 
ns 
Like? 0.08 
ns 
How much? 0.18 
p< 0.002 
Engrank 
How much? 0.06 
ns 
Like? 
-0.07 
ns 
0.12 
p< 0.05 
0.02 
ns 
0.03 
ns 
0.08 
ns 
Intrank 
0.02 
ns 
-0.03 
ns 
-0.02 
ns 
0.02 
ns 
Immrank 
0.14 
p< 0.005 
-0.03 0.07 
ns ns 
0.06 0.01 
ns ns 
Eng cards Non Eng 
cards 
xr_ 
ARY: 
Engrank = RSI of being English 
Intrank = RSI of intermediate location - Liverpool, Hampshire, London 
Immrank = RSI of immediate location - Wavertree, Fleet, Hounslow 
Eng cards = identification of English pictures 
Non Eng cards = identification of the non-English pictures 
How much? = How English do you feel? 
Like? = How much do you like/dislike English people? 
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5: 4 Discussion 
5: 4: 1 How English children understand their nation 
All the children 6 years and above in this study knew that they were English. 
Common explanations as to why they were English included that they were born in 
England, spoke English, had English parents and lived in England. The oldest children 
were able to give multiple explanations for why they were English whereas the youngest 
children usually responded with one answer only. Most of the children stated that they 
liked the English and felt very English. Only a handful of the very youngest children did 
not know they were English or categorically denied being English. 
Language, skin colour, traditional national symbols (Big Ben, London, the Queen) 
and stereotypes (weather, food, football) were all salient indicators of Englishness for the 
children. The English language and white skin colour were frequently reported to be 
salient indicators of Englishness. Rainy weather, sausages and chips as well as the 
English football team were also frequently mentioned as typically English. The capital 
city and its associated people and places (The Queen, John Major -Prime Minister at the 
time of the interviews- and Big Ben) were also often reported by the children as very 
English. The absence of any age effects for the frequency and types of these responses to 
the open-ended questions suggests that the stereotypes and national symbols associated 
with the English are well established in English children aged from 5 to 11 years old. 
5: 4: 2 Age-related trends 
The RSI task suggested that for the children in this sample, the importance of 
national identity gradually increased with age. This has also been reported elsewhere 
(Barrett et al. 1997; Lambert and Klineberg, 1967). Age effects were also found in the 
children's ability to sort the picture cards correctly into English and non-English scenes. 
A gradual improvement with age in the children's ability to sort the cards was observed. 
Admitting individual differences when attributing stereotypical adjectives to the 
national ingroup also increased with age in the present study. The age differences found 
here seem to reflect a gradual change in accepting individual differences. This pattern of 
responses has also been noted in other studies of identity development. For example, in 
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ethnic identity development Aboud (1984) found that children were able to accept greater 
individual differences with age. This has also been found with respect to English 
children's understanding of other European national groups (Barrett and Short, 1992). 
Barrett and Short (1992) found that the oldest children (8-10 year olds) in their study 
were able to accept greater individual differences than the youngest children (5-7 year 
olds) when describing European outgroups. 
5: 4: 3 Place-related trends 
Several interesting significant place effects were found in this study. The children 
in Liverpool tended to rank the importance of their intermediate location (i. e. 'a person 
from Liverpool') significantly higher than the children in London and Fleet. It may be due 
to the fact that London is such a vast expanse and hence the children interviewed in the 
present study tended to prefer their immediate location to define themselves, the term 
"London" being too generic. There was also a tendency in the present study to perceive 
"Londoners" as only those who were from the very centre of the city. 
The picture sorting tasks also revealed some significant place differences. The 
children in London and Fleet were better at correctly sorting the English cards than the 
children from Liverpool. This result may be an indication of the greater familiarity of 
children from the south of England with traditional images of England such as Big Ben 
and country rural scenes. Alternatively this may suggest that children from Liverpool 
might have different images of England from their southern counterparts. The cards 
selected for use in the present study were only rated by adults in the south of England 
which may have led to these regional differences in the children. The use of adult raters 
from only one region may be questioned. 
The additional finding of the present study that travel experience regardless of age 
contributed to the children's ability to correctly sort the English and non-English cards 
suggests that experiential differences may also affect performance on such knowledge- 
based tasks. 
Another significant place difference was found in relation to the types of jobs 
English people were expected to do. The children in Fleet generally reported more 
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teaching occupations and office-based jobs whereas the children in London and Liverpool 
tended to describe more manual occupations. It is very likely that these differences are a 
direct reflection of the demographic make-up of these three regions. Fleet is a fairly 
affluent rural town made up of white middle class families. The areas of London and 
Liverpool involved in the present study were far more diverse SES areas including both 
working and middle class children. The types of jobs described by the children therefore 
reflect these regional differences well. 
5: 4: 4 Correlations between the variables 
The correlations between the variables revealed no clear-cut or obvious patterns. 
The correlations with age partialled out revealed only three significant correlations. 
Firstly, the ability to sort the two sets of picture cards were positively correlated 
suggesting that if the child could sort one set well they could also sort the other 
appropriately. Secondly, how English the child felt also correlated positively to how they 
ranked the importance of their English identity in the RSI task (i. e. the more English they 
-felt, the 
higher they ranked their English identity). The last significant correlation was 
between the ranked importance of the child's intermediate location and their ability to 
sort the English cards. 
When the correlations were performed on each age group alone, again no clear-cut 
patterns emerged. For the youngest children, how English they felt correlated positively 
with how much they liked English people. This result was not present with the two older 
age groups since they both reached ceiling for these two tasks (they all felt very English 
and liked the English). 
5: 4: 5 Criticisms o the present study ýf 
There were problems with the present study. Firstly, the open-ended questions 
used in the present study may have led to an underestimation of the knowledge of the 
youngest children. The youngest children frequently responded with only one answer 
whereas the older children confidently reported more detailed responses. These results 
may simply indicate a growing ability to report all knowledge with age. It is well 
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established that children perform better on recognition rather than recall tasks and that 
children's recall skills improve substantially across middle childhood (Kail, 1990). The 
open-ended questions used in the present study therefore may have underestimated 
knowledge of the youngest children to a greater extent than the knowledge of the oldest 
children. The age-related differences with regard to these open-ended questions thus 
should be treated with caution since they may reflect memory retrieval difficulties rather 
more than limited knowledge in the younger children. 
The present study suggests that national identity salience increases with age. 
These findings have also been confirmed elsewhere (Lambert and Klineberg, 1967; 
Barrett et al. 1997). The present study, however, only used one, previously untested 
method to ascertain this pattern. Further tests are required in order to establish whether 
the RSI task is a valid and reliable method for ascertaining the subjective importance of 
identities in children. 
. 
The way in which the adult raters weie used has also been questioned. Children 
may have their own distinct images of England and therefore to rely on adult raters may 
be misleading when assessing children's images of England. in addition, the possible 
differences in the pictorial conceptions of England between the north and south of the 
country was also neglected in the present study. 
Finally, the use of the card sorting method alone for measuring national 
knowledge can also be criticised. Previous studies have shown the complexity of 
cognitive knowledge and its relationship with affective development in this domain 
(Lambert and Klineberg, 1967; Barrett and Farroni, 1996). The use of only one method to 
assess knowledge may be inappropriate given the complexity of the child's knowledge. 
5: 4: 6 Theoretical implications 
Both place and age-related trends were uncovered in the present study. There 
seems to be a gradual increase in knowledge and appreciation of individual differences 
with age. The place and experiential differences uncovered in the present study also 
suggest that children's conceptions of the nation may be socially mediated. A theoretical 
explanation of these findings therefore will have to take both of these results into account. 
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The cognitive-constructivist theory could account for these age-related differences 
if a dramatic shift in the children's understanding systematically occurred between the 
youngest and middle age groups. The fact that the current results are statistical averages 
means that the exact nature of these developmental changes cannot be assessed. SRT, 
however, can be used to explain the place and age (if age is conceived of as a social 
group) differences. The results of the present study therefore suggest that this may be a 
more adequate account. The study did not address SIT or SCT and remains neutral about 
these theories. 
5: 5 Conclusions 
Age and place-related differences were found in English children's understanding 
of their nation. The importance of the national identity seems to increase with age. It was 
found that children understood from an early age that they were English and why they 
were English. The ability to articulate and offer multiple explanations developed with 
age. Most of the children also had a clear image of England and what that meant to them. 
The lack of any age effects in the descriptions of English people with regard to the 
responses to the open-ended questions suggests that all the children held fairly consistent 
ideas about England and English people. Typical, stereotyped images of England were 
familiar to the children. With regard to the closed questions, greater perceived variability 
was observed with age. SRT can be used to explain the age and social group differences 
found in the present study. 
The lack of any clear patterns emerging from the correlations of the variables in 
the present study suggests that a more focused approach may be more fruitful. Because of 
the lack of any clear-cut findings it was decided to adopt a more focused approach for the 
subsequent studies and to test some specific theoretical predictions more formally. The 
need to establish a reliable self-identification measure has also been identified. 
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CHAPTER SIX 
Study 2: Development of a Subjective Importance Measure of Identity 
6: 1 Introduction 
One of the conclusions reached in Study One (see Section 5: 5) was that a reliable 
method needed to be established in order to measure the salience of identities in children. 
SCT predicts that identity salience will alter across various situations. In order to be able 
to address this in future research, the reliability of the identity salience task previously 
used (i. e. the relative subjective importance tasks or RSI) needs to be established. By 
devising three tasks that purport to measure the same construct, the reliability of the RS1 
was investigated. The main aim of this second study was therefore to establish the 
reliability of the RS1 method for assessing the salience of certain identities in children. 
Reliability can be defined as the consistency of scores obtained by the same 
person when they are re-examined with either the same test or equivalent items 
(Cronbach, 1988; Anastasi and Urbina, 1997). Reliability is measured by the correlation 
coefficient which essentially expresses the degree of correspondence between two sets of 
scores. Test-retest reliability is the most straight-forward method of assessing reliability. 
This method, however, is time-consuming due to the need for an interval and is subject to 
practice effects. Another method of assessing the reliability of a task is to present the 
subject with alternative forms of the same test. If the tasks are presented in immediate 
succession the reliability between the two test forms can be assessed. The problems of an 
intervening period of time and practice effects are no longer an issue. When assessing 
reliability in this manner it is vital that the alternative test forms should be parallel; that 
is, independently constructed but designed to measure the same construct. The range, task 
demands, format and instructions ought to be equivalent across the tasks. 
The presentation of alternative test forms was used in the present study to assess 
the reliability of the RSI task. Two alternative tasks were used, Thurstone's paired 
comparison task (Thurstone, 1928) and an absolute measure. Thurstone (1928) devised 
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the paired comparison technique to ascertain national preferences in a study of adults 
from various religious groups. He concluded that the method was suitable in ascertaining 
social values and objectively measuring the degree of similarity between two groups as 
regards their attitudes, prejudices and biases. This conclusion was supported by Guildford 
(1928,193 1). The paired comparison technique has also been used to ascertain children's 
social attitudes. Meltzer (1941) used the paired comparison method in order to assess 
children's attitudes towards their own and other countries. 
Absolute scales have also been previously used with children. Powlishta (1995) 
devised an absolute scale in order to assess children's gender attitudes. Children were 
presented with a5 point scale that was labeled 'not at all' (a little bit", 'average', 'a lot' 
and 'very, very much'. The children then had to state if certain adjectives could describe a 
television character by placing them, one at a time, on this scale. She reports that all the 
children in her study (n = 96, mean age = 9: 10 years) demonstrated a clear understanding 
of this task and used it appropriately after training. 
6: 1: 1 Aims of the present study 
The originality of the RSI tasks means that its worth as an identity salience 
measure has not previously been established. The present study aimed to assess whether 
the RSI is a reliable and hence suitable task for future studies assessing identity salience 
in children. In order to establish this, three tasks (the RSI, an absolute measure and 
Thurstone's paired comparison task) were presented to 5-11 year old English children and 
the results correlated. 
6: 2 Method 
6: 2: 1 Subjects 
One hundred and seventy-eight children aged between 5: 3 and 11: 6 years (mean 
age 8.38 years, standard deviation 1.83 years), of which 84 were boys and 94 were girls 
from Fleet Infant School and Velmead Junior School in Fleet were interviewed. For the 
purpose of statistical analysis the children were divided into three age groups; young (64 
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children in years 1&2), middle (60 children in years 3&4), and old (54 children in years 
5&6). Table 6: 1 reports the subject details. 
TABLE 6: 1 Frequency, mean age in years and standard deviation of the subjects 
broken down by age and sex 
BOYS GIRLS TOTALS 
YOUNG 30 34 64 
6.38 6.30 6.33 
(0.64) (0.69) (0.66) 
MIDDLE 31 29 60 
8.50 8.69 8.59 
(0.54) (0.57) (0.56) 
OLD 23 31 54 
10.69 10.47 10.56 
(0.51) (0.59) (0.56) 
TOTALS 84 94 178 
8.34 8.41 8.38 
80) (1.86) 1 ( . 38) 
6: 2: 2 Design 
The design of this study was both within subjects (all children completed all three 
of the tasks - RSI., absolute subjective importance (ASI) and Thurstone's paired 
comparisons (TPQ as well as between subjects since the children were also divided into 
three age groups according to the school years I and 2 (young), 3 and 4 (middle), and 5 
and 6 (old) in order to ascertain any effects of age. The order of task presentation was 
randomised to counterbalance any possible order effects. 
6: 2: 3 Materials 
6: 2: 3: 1 RSI task 
A set of nineteen cards was used. Written on each card were the following words 
describing the possible identities applicable to all the children: '5 years old', '6 years 
old', 7 years old', '8 years old', '9 years old', '10 years old', 'I] years old', 'boy', 
'girl', 'European", 'English', 'a person from Fleet', 'white', 'black',, 'Asian', 'Christian', 
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'Jewish'. 'Hindu' and 'Muslim'. Therefore a total of seven cards (age, sex, European, 
national, local, ethnic and religious identities) were used per child. 
6: 2: 3: 2 ASI task 
An importance rule was constructed. The rule was 30 cm long. The rule had five 
points labeled: 'very important'; 'quite important'; 'neither important nor unimportant'; 
i quite unimportant'; 'not at all important'. The training words included the child most 
important thing and their least important thing. The experimental words used were: '5 
years old', '6 years old', 7 years old', '8 years old', '9 years old', '10 years old', VI 
years old', 'boy', 'girl', 'European', 'English', 'a person from Fleet', 'white', 'black', 
'Asian', 'Christian', 'Jewish', 'Hindu' and 'Muslim'. Therefore a total of seven words 
(age, sex, European, national, local, ethnic and religious identities) were used per child. 
6: 2: 3: 3 TPC task 
A written list of the twenty-one pairs of the identities was constructed. The 
identities included: '5 years old', '6 years old', 7 years old', '8 years old', '9 years old'., 
'10 years old', 'I I years old', 'boy', 'girl', 'European', 'English', 'a person from Fleet'., 
'white', 'black', 'Asian', 'Christian', 'Jewish', 'Hindu' and 'Muslim'. All possible pairs 
of the seven identities relevant for each child were included on the list (see Appendix BI 
for an example copy of a TPC list). 
6: 2: 4 Procedure 
Each child was interviewed separately in a quite room made available in their 
school. After establishing rapport with the child it was explained that the interviewer was 
interested in finding out what the child thought about certain things. Reassurance was 
given that this was not a test and there were no right or wrong answers and that no one 
other than the interviewer would know what they had said. The child was first asked to 
choose which religious and ethnic identities best described them; the other identities were 
obvious and therefore preselected by the interviewer. The presentation order of the tasks 
was randomised in order to counterbalance any possible order effects. 
112 
6: 2: 4: 1 RSI Task 
The set of cards applicable to the child was spread out in front of them. The 
experimenter explained that these were all things that could be used to describe the child. 
The child was then asked which one of these identities were most important to them. The 
experimenter stressed that the aim of the task was to choose the card that was most 
important to them; the one that meant the most to them. This card was then removed. 
Then next most important was then chosen and so on until all the cards had been used. 
6: 2: 4: 2 ASI Task 
Initially the child was asked what was the most important thing to them and what 
was the least important thing to them. Children frequently responded that their family was 
most important to them. Schoolwork, family pets, friends and football were also 
frequently reported. A significant amount of children also reported that schoolwork and 
football were not at all important to them. The experimenter then showed the child the 
rule and asked them to place their most and least important items on the rule. Once 
competence in the use of the rule had been established, the experimental words were then 
presented to each child in a random order. The child was asked to place these identities 
onto the rule to show how important or unimportant they were to them. 
6: 2: 4: 3 TPC Task 
The list of paired identities was presented to the child. The child was asked to 
choose which one of each pair was most important to them and to indicate this by 
underlining the most important one. The order of the paired comparisons on the written 
list was random. 
6: 3 Results 
6: 3: 1 Correlations between the three (RSI, ASI, and TPC) tasks 
The RSI was scored from I to 7 with I being most important and 7 least 
important. If a card was not selected it received the lowest ranking and if two or more 
cards were not chosen an average lowest rank was attributed to them. The identities in the 
ASI task were scored in accordance with the five-point scale (i. e. from I to 5 with I being 
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very important and 5 being not at all important). For the TPC task the total number of 
choices for each identity were calculated. The identity most often chosen was given a 
rank score of I (i. e. most important). The identity next most chosen was given a rank of 2 
and so on until all the identities had been ranked. For each of the tasks therefore, the 
scoring suggests that the lower the ranking the greater importance attributed to that 
identity (i. e. a ranking of I denotes the greatest importance). 
The three tasks therefore generated ranked data which were analysed using 
Kendall's Tau B non-parametric partial correlation coefficients. In order to control for the 
confounding effects for age, it was partialled out of all the correlations between the three 
tasks. Significant correlations for all seven identity categories across all the three tasks 
were obtained at the p<0.001 level. The correlations were also performed on each age 
group separately yielding similar results. Tables 6: 2 to 6: 8 detail the actual age-partial 
correlations. 
TABLE 6: 2 The correlations between the rankings of the age identity in the three 
tasks partialling out age 
TPC . 30 
AGE 
RSI . 34 . 44 
AGE 
ASI TPC 
AGE AGE 
TABLE 6: 3 The correlations between the rankings of the sex identity in the three 
tasks partialling out age 
TPC . 33 
SEX 
RSI . 39 . 
43 
SEX 
ASI TPC 
SEX SEX 
114 
TABLE 6: 4 The correlations between the rankings of the European identity in the 
three tasks partialling out age 
TPC 
EUROPEAN 
RSI 
EUROPEAN 
. 19 
. 23 
ASI 
EUROPEAN 
. 50 
TPC 
EUROPEAN 
TABLE 6: 5 The correlations between the rankings of the English identity in the 
three tasks partialling out age 
TPC . 27 
ENGLISH 
RSI . 26 
ENGLISH 
ASI 
ENGLISH 
. 33 
TPC 
ENGLISH 
TABLE 6: 6 The correlations between the rankings of the regional identity in the 
three tasks partialling out age 
TPC 
REGIONAL 
RSI 
REGIONAL 
. 24 
. 20 
ASI 
REGIONAL 
. 45 
TPC 
REGIONAL 
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TABLE 6: 7 The correlations between the rankings of the ethnic identity in the three 
tasks partialling out age 
TPC . 34 
ETHNIC 
RSI . 29 . 44 ETHNIC 
ASI TPC 
ETHNIC ETHNIC 
TABLE 6: 8 The correlations between the rankings of the religious identity in the 
three tasks partialling out age 
TPC 
RELIGIOUS 
RSI 
RELIGIOUS 
. 58 
. 54 
ASI 
RELIGIOUS 
6: 3: 2 RSI Task 
. 62 
TPC 
RELIGIO US 
6: 3: 2: 1 Between Age Group Differences 
Further analyses were completed in order to investigate between age group 
differences. Kruskal Wallis non-parametric tests (corrected for ties) were applied to the 
rank data of the RSI task for the seven identity categories to investigate any differences 
between the three age groups. The actual mean rankings are detailed in Table 6: 9. 
Significant effects for age were obtained for the mean rankings of the child's age identity 
(X2= 16.05, p<0.001), being English (X2= 14.88, p<0.001), European identity Q2= 17.93, 
p<0.001) as well as regional identity (X 
2= 11.23, p<0.0 1). The importance of age identity 
and regional identity decreased with age whereas the importance of the English identity 
and European identity increased with age. Table 6: 9 also reports the Mann Whitney post 
hoc tests used to locate precisely where the significant differences fell. 
116 
The results obtained in this study are similar to those obtained in Study One. The 
age group effects for the RSI for the age identity, being English, and the regional identity 
have all been replicated. The age group differences found here for the relative subjective 
importance of being European were not found in Study One. 
6: 3: 2: 2 Within Age Group Differences 
Agreement within the three age groups on the RSI task for the seven identity 
categories were measured using Kendall's Coefficient of Concordance. A break down of 
the mean ranks can be found in Appendix B2. 
The youngest children ranked the cards in the following order: age identity, sex 
identity, regional identity, being English, religious identity, ethnic identity and finally 
being European. The middle age group of children ranked the cards in the following 
order: sex identity, being English, age identity, religious identity, regional identity., being 
European and ethnic identity. The oldest children ranked the cards in the following order: 
being English, sex identity, being European, age identity, regional identity, religious 
identity and then ethnic identity. 
Similar patterns of responses were identified in Study One; the order of the 
rankings of the age identity, sex identity and being English remained the same within the 
three age bands. The main differences between the two studies seem to be the increased 
importance placed upon being European for the oldest group of children and the increased 
importance placed upon the regional identity for the youngest children. 
6: 3: 3 ASI Task 
6: 3: 3: 1 Between Age Group Differences 
Kruskal Wallis non-parametric tests (corrected for ties) were then applied to the 
ranked data of the ASI task for the seven identity categories to investigate any differences 
between the three age groups. Significant effects for age were obtained for the mean 
rankings of the child's age identity (X 
2 (2)=7.78, p<0.05), being European (X2 (2)= 10.14, 
p<0.001), as well as sex identity (X2 (2)=5.78, p<0.05). The actual mean rankings and 
Mann Whitney post hoc tests for the three age groups are detailed in Table 6: 10. 
117 
6: 3: 3: 2 Within Age Group Differences 
Agreement within the three age groups on the ASI task for the seven identity 
categories were measured sing Kendall's Coefficient of Concordance. A break down of 
the mean ranks for each age group can be found in Appendix B3. 
The youngest children ranked the cards in the following order: sex identity, age 
identity, being English, regional identity, religious identity, ethnic identity and finally 
being European. The middle age group of children ranked the cards in the following 
order: being English, sex identity, age identity, religious identity, regional identity, being 
European and then ethnic identity. The oldest children ranked the cards in the following 
order: being English, sex identity, age identity, being European, religious identity, ethnic 
identity and then regional identity. 
6: 3: 4 TPC Task 
6: 3: 4: 1 Between Age Group Differences 
Kruskal Wallis non-parametric tests (corrected for ties) were then applied to the 
rank data of the TPC task for the seven identity categories to investigate any differences 
between the three age groups. Significant effects for age were obtained for the mean 
rankings of the child's age identity (X 2 (2)=14.96, p<0.001), being English (X2 (2)=7.08, 
p<0.05), being European (X2 (2)=13.56 p, 0.0001), as well as regional identity Q 
2 (2)=14.60, p<0.001). The actual mean rankings and Mann Whitney post hoc tests for the 
three age groups are detailed in Table 6: 11. 
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TABLE 6: 9 Mean ranks of the seven identities ranked in the RSI task broken 
down by age and the results of the statistical analysis (ns = not significant) 
Variable/ Mean Kruskal Mann Whitney 
Age Group 
--- 
Rank Wallis Post hoc tests 
-------------------- 
AGE 
----------------------- -------------------------- --------------------------------------------- 
YOUNG 2.84 x2 (2)=16.05 (I)young vs. middle, z=-2.74, p<0.01 
MIDDLE 3.82 P<0.0001 (2)young vs. old z=-3.94, p<0.001 
OLD 4.14 
--------------------------------------- 
SEX 
YOUNG 2.87 
MIDDLE 2.72 
OLD 3.06 
x2 (2)=0.34 
ns 
--------------------------------------------------------------------------------------------------------------------- 
REGIONAL 
YOUNG 3.50 x2 (2)=1 1.23 (I)young vs. middle, z=2.53, p<0.05 
MIDDLE 4.36 P<0.01 (2)young vs. old, z=-3.18, p<0.01 
OLD 4.50 
--------------------------------------------------------------------------------------------------------------------- 
ENGLISH 
YOUNG 3.87 x2 (2)=14.88 (I)young vs. middle, z=-2.93, p<0.005 
MIDDLE 2.92 P<0.0001 (2)young vs. old, z=-3.58, p<0.0005 
OLD 2.70 
--------------------------------------------------------------------------------------------------------------------- 
EUROPEAN 
YOUNG 5.37 x2 (2)=17.93 (I)young vs. old, z=-4.1, p<0.000 I 
MIDDLE 4.93 P<0.0001 (2)middle vs. old, z=-2.79, p<0.005 
OLD 3.90 
--------------------------------------------------------------------------------------------------------------------- 
ETHNIC 
YOUNG 5.05 x2 (2)=1.12 
MIDDLE 5.08 ns 
OLD 5.28 
--------------------------------------------------------------------------------------------------------------------- 
RELIGIOUS 
YOUNG 4.50 X2 (2)=0.55 
MIDDLE 4.17 ns 
OLD 4.43 
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TABLE 6: 10 Mean ranks of the seven identities ranked in the ASI task broken 
down by age and the results of the statistical analysis (ns = not significant) 
--------------------------------------- I 
Variable/ Mean 
Age Group Rank 
---------------------------------------- 
AGE 
YOUNG 2.16 
MIDDLE 2.33 
OLD 2.52 
------------------------------------------------------------- 
Kruskal Mann Whitney 
Wallis Post hoc tests 
------------------------------------------------------------- 
x2 (2)=7.78 (I)young vs. old, z=-2.64, p<0.01 
p<0.05 
--------------------------------------------------------------------------------------------------------------------------- 
SEX 
YOUNG 2.09 x2 (2)=5.78 (I)young vs. old, z=-2.39, p<0.05 
MIDDLE 2.27 p<0.05 
OLD 2.35 
--------------------------------------------------------------------------------------------------------------------------- 
REGIONAL 
YOUNG 2.56 x2 (2)=4.73 
MIDDLE 2.70 ns 
OLD 2.94 
ENGLISH 
YOUNG 2.56 X2 (2)=2.25 
MIDDLE 2.25 ns 
OLD 2.02 
EUROPEAN 
YOUNG 3.43 X2 (2)= 10.14 (I)young vs. old, z=-3.09, p<0.01 
MIDDLE 3.00 P<0.001 
OLD 2.54 
--------------------------------------------------------------------------------------------------------------------------- 
ETHNIC 
YOUNG 3.28 x2 (2)=l 
MIDDLE 3.30 ns 
OLD 3.06 
--------------------------------------------------------------------------------------------------------------------------- 
RELIGIOUS 
YOUNG 2.97 X2 (2)=0.66 
MIDDLE 2.80 ns 
OLD 2.69 
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6: 3: 4: 2 Within Age Group Differences 
Agreement within the three age groups on the TPC task for the seven identity 
categories were measured sing Kendall's Coefficient of Concordance. A break down of 
the mean ranks can be found in Appendix B4. 
The youngest children ranked the cards in the following order: age identity, being 
English, regional identity, sex identity, religious identity, ethnic identity and finally being 
European. The middle age group of children ranked the cards in the following order: 
being English, sex identity, religious identity, regional identity, age identity, being 
European and then ethnic identity. The oldest children ranked the cards in the following 
order: being English, sex identity, being European, age identity, religious identity, 
regional identity and then ethnic identity. 
6: 4 Discussion 
The significant correlations between the three tasks suggest that the RSI is indeed 
a reliable measure of the relative subjective importance of certain identi,. ies in children. 
The reliability of the RSI measure has been established and greater confidence can now 
be exercised in the future execution of this method. 
The age effects between the three tasks presented in the current study were also 
very similar. All three tasks suggest that the importance of the child's age identity 
decreases with age and the importance of European identity increases with age. Unlike 
the RSI and TPC tasks, the ASI task did not find that English identity becomes more 
important with age. The restricted range of possible scores of the ASI (only I to 5 
compared with I to 7 for the RSI and TPC tasks) may account for this result due to the 
limited range of importance criteria open to the child in this task. If the ASI task had been 
designed using a7 point scale, this discrepancy in the results may not have been present. 
The importance of the consistency in the scoring of the three tasks is stressed and a 
possible weakness of the design suggested. 
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TABLE 6: 11 Mean ranks of the seven identities ranked in TPC task broken down 
by age and the results of the statistical analysis (ns = not significant) 
------------------------- 
Variable/ 
--------------------- 
Mean 
-------------------------- 
Kruskal 
--------------------------------------------------- 
Mann Whitney 
Age Group Rank Wallis Post hoc tests 
------------------------- 
AGE 
--------------------- -------------------------- --------------------------------------------------- 
YOUNG 2.93 X2 (2)=14.96 (I)young vs. middle, z=-3.37, p<0.001 
MIDDLE 4.13 P<0.0001 (2)young vs. old, z=-3.24, p<0.001 
OLD 4.04 
-------------------------- 
SEX 
------------------------ -------------------------- ------------------------------------------------- 
YOUNG 3.38 x2 (2)=0.81 
MIDDLE 3.63 ns 
OLD 3.30 
------------------------ 
REGIONAL 
---------------------- -------------------------- --------------------------------------------------- 
YOUNG 3.35 x2 (2)=14.60 (I)young vs. middle, z=2.25, p<0.05 
MIDDLE 4.12 P<0.0001 (2)young vs. old, z=-3.78, p<0.001 
OLD 4.40 
------------------------ 
ENGLISH 
---------------------- -------------------------- --------------------------------------------------- 
YOUNG 3.16 x2 (2)=7.08 (I)young vs. old, z-: ---3.24, p<0.001 
MIDDLE 2.72 p<0.05 
OLD 2.38 
------------------------ 
EUROPEAN 
---------------------- -------------------------- --------------------------------------------------- 
YOUNG 5.19 x2 (2)=13.56 (I)young vs. middle, z=-2.5 l, p<0.0 I 
MIDDLE 4.36 P<0.0001 (2)young vs. old, z=-3.58, p<0.005 
OLD 4.03 
------------------------ 
ETHNIC 
---------------------- -------------------------- --------------------------------------------------- 
YOUNG 5.16 x2 (2)=0.85 
MIDDLE 5.08 ns 
OLD 5.23 
------------------------- 
RELIGIOUS 
--------------------- -------------------------- --------------------------------------------------- 
YOUNG 4.38 x2 (2)=0.81 
MIDDLE 3.96 ns 
OLD 4.63 
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Similar age effects and general pattern of responses between the results gained 
here and the previous study (see Chapter Five) with regard to the RSI task can also be 
seen. The importance attributed to the children's age identity seems to decrease with age 
and the importance attributed to the child's national identity increases. The importance of 
gender seems to remain fairly high across the three age groups. These general patterns 
have also been noted in previous research (Barrett et al., 1997; Lambert and Klineberg, 
1967). 
The difference obtained in the present study between the age groups and their 
rankings of their European identity were not found in the previous study (Chapter Five). 
The previous study, however, noted that a regional difference was obtained in the ranking 
of European with the children from Fleet ranking this as more important than the other 
two regions (London and Liverpool). Since the present study was also conducted in Fleet, 
the current age effect therefore is not so surprising due to the increased sample size of the 
present study. 
6: 5 Conclusion 
The reliability of the RSI was established by the administration of alternative test 
forms of subjective importance tasks. The present results also suggest that the importance 
of English children's age identity decreases with age whereas the importance attributed to 
their national and European identities increases. 
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CHAPTERSEVEN 
Study 3: The effects of comparative and non-comparative contexts upon national 
identity in English schoolchildren 
7: 1 Introduction 
The first study concluded that a more focused approach to the study of children's 
development of national identity may indeed be a more fruitful avenue for the present 
research. The second study established that the RS1 task was a reliable measure for 
indicating the salience of certain identity categories in children. The present study used 
the RS1 in order to focus upon some of the specific predictions of SCT by directly testing 
these in association with children's development of their national identity. 
SCT postulates that, when a social identity is elicited, there is a depersonalisation 
of self-perception (i. e. self-stereotyping occurs), group behaviour which is appropriate to 
the social identity is elicited, and perceived ingroup homogeneity increases. The theory 
proposes that the level at which the self is categorised is context-dependent, with the 
relevance of any category depending upon the social comparisons which are possible in 
any given context (see Chapter Three). 
The contexts within which the relevant category is evoked are infinite. The ability 
of the theory to predict which category will be most relevant in any given context is 
formalised into the principle of meta-contrast. This principle predicts that when 
differences within a group are less than the differences between that group and another, 
they are more likely to be perceived as a given category or single entity. That is, the 
process of categorisation is one of relative difference judgements. Thus, the theory 
predicts that when intergroup differences decrease and intragroup differences increase, 
individual categorizations and personal identities will be favoured. However, an 
intergroup comparative context rather than a non-comparative one will evoke the group 
level of identification, social identities will be elicited and ingroup homogeneity will 
increase. Thus if a comparative context elicits a specific social identity, the salience of 
that social identity ought to be increased. 
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SCT also proposes that the comparative context can affect stereotype content 
Oakes et al., 1994; Hopkins, Regan and Abell, 1997). The dimensions which are used to 
define the stereotype for a particular social group, as well as the relative prototypicality of 
the various group members, can change according to the comparative context in which 
the group is being judged. However, stereotypical variation will be constrained by what 
the individual perceiver knows and understands about the particular ingroups and 
outgroups that are involved, about what these groups are like or are supposed to be like, 
and about the nature of the intergroup relationship. Thus, stereotype content must be 
consistent with the perceiver's background knowledge and implicit theories about the 
particular social groups that are involved in any given comparative context. 
TIJ Aims of the current study 
The bulk of SCT research has concentrated upon identity processes in adults, and 
the theory has been well supported by empirical evidence which has been collected to 
date (see Oakes et al., 1994). The theory has not systematically been applied to national 
identity development in children. Powlishta (1989), however, has studied the effects of 
comparative context upon the perceived similarity of gender groups in children. When 
asked to rate photographs of both sexes, she found that children's perceived similarity 
ratings between boys and girls decreased when adult and child photographs rather than 
just child photographs were included. The introduction of an alternative comparative 
context reduced the perceived gender homogeneity but increased the perceived similarity 
of all children compared to adults. This study, however, did not investigate the effect of 
the different comparative contexts upon identity salience or stereotype content. Also, it 
was not framed within SCT. 
Therefore, overall, little attention has been given to the child's acquisition of the 
integrated system of personal and social identities, or to whether the principle of meta- 
contrast might operate from the outset of the child's acquisition of this system or only 
from a later point of development. Also, the influence of comparative context upon the 
contents of the child's stereotypes has not been studied to date. The current study 
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therefore was designed to examine the possible application of SCT to the development of 
identity in children. 
The study involved asking English children, aged between 5 and 11 years old, to 
evaluate their own national identity (English) either alone in a non-comparative, or in a 
comparative context in which either a liked outgroup (American) or a disliked outgroup 
(German) was present. Barrett and Short (1992) have shown that English children tend to 
dislike Germans more than any other nationality, while Wilson, Barrett and Lyons (1996) 
have shown that Americans tend to be the most liked national outgroup amongst English 
children. The current study therefore had five main aims: 
(1) To explore age-related trends in identity development, focusing once again 
upon the relative subjective importance of children's national identity vis-a-vis their other 
social identities. 
(2) SCT predicts that the salience of a particular social identity will increase when 
the context provides a comparable outgroup. Thus, the child's national identity ought to 
be more salient in the comparative contexts than in the non-comparative context. This 
prediction was tested in the study. 
(3) SCT also predicts that the perceived heterogeneity of ingroup members should 
be greater in the non-comparative context than in the comparative contexts (that is, 
ingroup homogeneity should be higher in the comparative contexts). The study also tested 
this prediction. 
(4) The study was also designed to explore the effects of comparative context 
upon the evaluation of the national ingroup and if the evaluation differs according to 
whether the national ingroup is compared to a liked outgroup (American) or a disliked 
outgroup (German). 
(5) Stereotype content is also predicted by SCT to change in varying contexts. 
SCT predicts that the descriptions attributed to the ingroup will alter according to whether 
it is described alone or in a comparative context. The current study therefore predicts that 
the English ingroup will be described differently when described alone than when 
described in comparison with Americans and in comparisons with Germans. 
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7: 2 Method 
7: 2: 1 Subjects 
138 children aged from 5: 7 to 11: 9 years old (mean age 8.66 years, standard 
deviation 1.40) who had not been interviewed in previous studies from Fleet Infant 
School and Velmead Junior School participated in the study. 74 of the children were boys 
and 64 were girls. For the purpose of some analyses the children were divided into three 
age groups according to their school years: young (54 children in years 1&2), middle (38 
children in years 3&4), and old (46 children in years 5&6). The children were also 
randomly assigned to one of three conditions ('English alone', 'English and American', 
and 'English and German'). The numbers and mean ages of the children within each age 
group and condition are shown in Table 7: 1. 
7: 2: 2 Design 
The experiment used a3 (context) x3 (age group) design. The three context 
conditions were 'English alone' (i. e. non-comparative context), 'English and American' 
(i. e. comparative context), and 'English and German' (i. e. comparative context). The 
three age groups were divided into young, middle and old in accordance with their school 
year bands. 
7: 2: 3 Materials 
7: 2: 3: 1 Attribution Task 
Five boxes measuring 15xl5xl5 cm were used. Written on each box was either 
'English', 'American', 'German', 'Both' or 'Neither'. Each box had a posting slot across 
the front measuring the full width of the box. The materials also included sixteen cards 
measuring 8x3 cm. On each of the cards was written one of the following words: 'clean', 
'dirty', 'happy', 'sad', 'peaceful', 'aggressive', 'clever', 4 stupid', 'hardworking', 'lazy', 
'friendly 1), 'unfriendly', 'good', 'bad', 'nice', and ' not nice'. These words were taken 
from Barrett and Short's (1992) study into how children describe national groups and 
their suitability confirmed in Study One. 
7: 23: 2 RSI Task 
A set of nineteen cards was used. Written on each card were the following words 
describing the possible identities applicable to all the children: '5 years old', '6 years 
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old', 7 years old', '8 years old', '9 years old' , '10 years old', 'I] years old', 
'boy', 
4 girl', 'European', 'English', "a person from Fleet', 'white', 'black', 'Asian', 'Christian', 
'Jewish', 'Hindu' and 'Muslim'. Therefore a total of seven cards (age, sex, European, 
national, local, ethnic and religious identities) were used per child. 
TABLE 7: 1 Frequency, mean age in years and standard deviation of subjects 
broken down bv ai! e and condition 
Age YOUNG MIDDLE OLD 
group/ TOTAL 
Condition 
ENGLISH 17 12 14 43 
ALONE 6.73 8.31 10.21 8.30 
(0.31) (0.25) (0.36) (1.52) 
ENGLISH 17 14 16 47 
& AMER. 7.23 9.32 10.20 8.86 
(0.33) (0.27) (0.32) (1.33) 
ENGLISH 20 12 16 48 
& 7.32 9.17 10.28 8.77 
GERMAN (0.26) (0.23) (0.29) (1.33) 
54 38 46 138 
TOTAL 7.10 8.95 10.23 8.66 
(0.39) (0.51) (0.32) (1.40) 
7. -2: 4 Procedure 
7: 2: 4: 1 Initial Rapport 
Each child was interviewed separately in a quite room made available in their 
school. After establishing rapport with the child it was explained that the interviewer was 
interested in finding out what the child thought about certain things. Reassurance was 
given that this was not a test and there were no right or wrong answers and that no one 
other than the interviewer would know what they had said. All children completed the 
attribution task followed by the RSI task. The reason for using this fixed order of 
administration was to explore whether the context of the attribution task affected the RSI 
task. 
7. -2: 4: 2 Attribution Task 
In the comparative context conditions the child was shown four boxes labeled: 
i E, _ English', either 'American' or 'German', ' neither' and 'both'. In the non- comparative 
conditions the child was shown the 'English' box alone. Sixteen cards with adjectives on 
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were then placed in a random order in front of the child. The child was then instructed to 
place each card into the box representing the national group that they felt that word best 
described. If the word could be used to describe both groups the child was told to place it 
into the 'both' box. If the word was thought not to be applicable to either group they were 
told to place it into the 'neither' box. In the non-comparative condition the child was 
simply instructed to place all the words into the English box that they felt could be used 
to describe English people. Any words that the child felt were not appropriate in 
describing English people were simply left to one side. The children were allowed to 
discard any cards they felt were not appropriate in describing either the ingroup or 
outgroups. 
7: 2: 4: 3 RSI Task 
The child was first asked to choose which of the religious and ethnic identities 
best described them; the other identities were obvious and therefore preselected by the 
interviewer. The child was allowed to state if any of these identities were unsuitable and 
these were simply placed to one side. The set of cards applicable to the child was spread 
out in front of them. The experimenter explained that these were all things that could be 
used to describe the child. The child was then asked which one of these identities was 
most important to them. The experimenter stressed that that the aim of the task was to 
choose the card that was most important to them; the one that meant the most to them. 
This card was then removed. Then next most important was then chosen and so on until 
all the cards had been used. 
7: 3 Results 
7. -3: 1 RSI Task 
The RSI was scored from I to 7 with 1 being most important and 7 least 
important. If a card was not selected it received the lowest ranking and if two or more 
cards were not chosen an average lowest rank was attributed. Table 7: 2 gives full details 
of the mean ranks for each of the seven identity categories for the three age groups. 
Kruskal Wallis non-parametric tests were applied to the rankings of the seven identities 
used in the RSI task to test for any differences between the three age groups. Significant 
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identity, the child's sex identity, ethnicity and religious identity. It was indicated that the 
importance attributed to being European and ethnicity increased with age whereas the 
importance of regional identity, age identity, sex identity, and religious identity declined 
with age. Mann-Whitney U post hoc tests were completed to locate precisely where the 
age differences fell and these are also detailed in Table 7: 2. The previous results (see 
Chapter Five and Chapter Six) suggesting that the importance attributed to English 
identity increases with age was not confirmed. 
TABLE 7: 2 Mean ranks of the seven identities ranked in the RS1 task broken 
down by age and the results of the statistical analysis (ns = not significant) 
Identity / Mean Kruskal Mann Whitney 
Age Group Rank Wallis Post hoe tests 
----------------------- 
GE 
----------------------- ------------------------- -------------------------------------------- 
YOUNG 2.09 x2 (2)=39.83 (I)young vs. middle, z=5.55, p<0.0001 
MIDDLE 3.89 P<0.0001 (2)young vs. old, z=5.2 1, p<0.000 I 
OLD 5.87 
SEX 
YOUNG 2.71 x2 (2)=11.21 (I)young vs. n-iiddle, z=3.26, p<0.005 
MIDDLE 3.84 P<0.01 (2)young vs. old, z=2.18, p<0.05 
OLD 3.52 
REGIONAL 
YOUNG 3.56 x2 (2)=6.58 (1)young vs. old, z=2.32, p<0.05 
MIDDLE 3.55 p<0.05 (2)middle vs. old, z=2.10, p<0.05 
OLD 4.35 
ENGLISH 
YOUNG 3.35 ns 
MIDDLE 2.79 
OLD 2.80 
EUROPEAN 
YOUNG 5.62 x2 (2)=39.27 (1)young vs. middle, z=4.34, p<0.000 1 
MIDDLE 4.18 P<0.0001 (2)young vs. old, z=5.90, p<0.000 1 
OLD 3.41 
------------- --------------------------- 
(3)middle vs. old, z=2.65, p<0.0 I 
--------------------------------------- ------------------------- 
ETHNIC 
------- 
YOUNG 5.39 x2 (2)=13.05 (I)young vs. old, z=3.57, p<0.0005 
MIDDLE 5.76 P<0.001 (2)young vs. middle, z=2.23, p<0.05 
OLD 6.15 
------------------ --------------------------- --------------------------------------- ------------------------- 
RELIGIOUS 
-- 
YOUNG 5.18 x2 (2)=6.71 (I)young vs. old, z--2.54, p<0.05 
MIDDLE 3.97 p<0.05 
OLD 3.63 
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7: 3: 1: 3 Within Age Effects 
Agreement between the children within the three age groups on the RSI task for 
the seven identity categories were measured using Kendall's Coefficient of Concordance. 
A break down of the mean ranks for each age group can be found in Appendix C 1. 
The children in the young age group ranked the cards in the following order: age 
identity, sex identity, regional identity, being English, religious identity, ethnic identity and 
lastly being European. The children in the n-fiddle age group ranked the cards in the 
following order: being English, sex identity, age identity, religious identity, regional 
identity, being European and lastly ethnic identity. The children in the old age group 
ranked the cards in the following order: being English, sex identity, being European, 
religious identity, age identity, regional identity, and lastly ethnic identity. 
7: 3: 1: 4 Between Condition Effects 
Kruskal Wallis non-parametric tests were then conducted to ascertain if any 
differences in how important certain identities were to the children across the three 
experimental conditions (i. e. 'English alone', 'English and American', and 'English and 
German') were present. Significant condition effects were found in the RSI task for the 
European identity (X2 (2)=9.51, p<0.001). Mann-Whitney U post hoc tests suggested that 
the children in the 'English alone' condition (mean rank, 5.16) ranked the European 
identity as less important than the children in the 'English and German' condition (mean 
rank, 3.99). No other significant condition effects were found in the RSI task for the other 
identity categories; most notably the importance of the national identity was not affected 
by the comparative context conditions. 
The possible effect of the experimental conditions upon identity salience were also 
investigated for each age group separately. The significant effect of the European identity 
being more important for the children in 'English and German' condition was only found 
for the oldest children (X2 (2)= 14.78, p<0.001). No other significant condition effects 
were noted for each age group separately. 
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7: 3: 2 Adjective Attribution Task 
7: 3: 2: 1 Variability Scale 
A variability score was computed for the adjectives attributed to the ingroup and 
outgroups. Eight pairs of adjectives were used, each pair consisting of a positive and a 
negative adjective dimension. A score of I was given when only the negative or the 
positive adjective was attributed, a score of 2 was given when the child attributed both 
adjectives to the group and a score of 0 was given if neither the positive nor negative 
adjective was used to describe the ingroup or outgroup. The total score was then 
calculated across the 8 adjective dimensions. The total score was then divided by the 
number of adjective dimensions the child had actually used. A variability scale ranging 
from I to 2 was thus computed. 
In order to assess the effect of age or comparative context upon the ingroup 
variability mean scores, a 2-way analysis of variance (age group x condition) was 
CODducted. Table 7: 3 details the relevant cell means and standard deviations. The 
variability score for adjective attribution to the 'English' ingroup yielded a main effect for 
age (F(2,134)=8.55, p<0.0001) and an interaction effect between age and condition 
(F(4,134)=2.61, p<0.05). Bonferroni adjusted post hoc t-tests revealed that the significant 
differences between the age groups fell between the youngest and the oldest children with 
the youngest children generating more homogeneous responses regardless of condition. 
Bonferroni adjusted post hoc t-tests for the interaction effects between age and condition 
suggest that the youngest children in the 'English and German' condition used more 
homogeneous responses to describe their ingroup than the middle and oldest age groups 
of children. The post hoc tests also suggest that the ingroup was not seen as less variable 
by the youngest children in the 'English and German' condition compared with the 
'English alone' and 'English and American' conditions. 
A 2-way ANOVA (age group x condition) was then applied to the outgroup 
variability mean scores. Table 7: 4 details the relevant cell means and standard deviations. 
The variability score for adjective attribution to the outgroups yielded no main nor 
interaction effects. 
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A mixed 3-way ANOVA (age x condition x ingroup vs. outgroup, with repeated 
measures on the third factor) was conducted to investigate the relationship between the 
mean variability scores attributed to the ingroup and outgroups in the two comparative 
context conditions, (see Table 7: 4 for a break down of the means and standard 
deviations). No significant main effects were found but an interaction between age and 
ingroup vs. outgroup was found (F(2,85)=3.69, p<0.05). The Bonferroni adjusted post 
hoc t-tests suggest that the youngest children describe the ingroup in more homogeneous 
terms than the outgroup in the 'English and German' condition but not significantly more 
homogeneous in the 'English and American' condition. 
TABLE 7: 3 Mean Variability Scores and standard deviations for describing the 
English ingrou broken down by age and condition 
AGE GROUP/ 
CONDITION YOUNG MIDDLE OLD 
TOTALS 
English 1.25(. 34) 1.19(. 28) 1.49(. 37) 1.31(. 35) 
alone 
English 1.17(. 23) 1.24(. 14) 1.28(. 27) 1.23(. 22) 
&American 
English &German 1.07 (. 12) bc1.44(. 34) b 1.44(. 40) c 1.29(. 35) 
_TOTALS 
1.16(. 25) a 1.29(. 27) 1.40 (. 36) a 
Main effect of age: (F(2,134)=8.55, p<0.0001) 
Bonferroni adjusted t-tests: a young vs. old, t=4.00, p<0.0001 
Age by condition interaction effect: (F(4,134)=2.61, p<0.005) 
Bonferroni adjusted Post hoc t-tests: English vs. German, b young vs. middle, t=4.40, p<0.0001 
c young vs. old, t=3.96, p<0.0001 
TABLE 7: 4 Mean variability scores and standard deviations for describing the 
English ingroup and American and German outgroups broken down by age and 
condition 
AGE GROUP/ 
CONDITION 
............................................. ......... . ..... 
YOUNG 
..... ----------- -- ................. ......... 
MIDDLE 
......... ---- .......... .. 
OLD 
... . ........ ........ - .......... . ..... 
TOTALS 
- .......... ............................ ENGLISH INGROUP 1.17(. 23) 1.24(. 14) 1.28(. 27) 1.23(. 22) 
(English & American) 
AMERICAN 1.17(. 20) 1.25(. 16) 1.27(. 29) 1.23(. 22) 
OUTGROUP 
ENGLISH INGROUP 1.07(. 12) a 1.44(. 34) 1.44(. 40) 1.29(. 35) 
(English & German) 
GERMAN a 1.21(. 21 1.25(. 22) 1.35(. 37) 1.27(. 27) 
OUTGROUP 
Age by within factor interaction effect (F(2,85) =3.69, p<0.05) 
Bonferroni adjusted post hoc t- tests: youngest g 
a roup only, Eng. ingp w/Ger vs. G erman outgp, t=2.69, p<0.001 
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7. -3: 2: 2 Negativity Scale 
A negativity score was computed for the number of adjectives attributed to the 
ingroup and outgroups. A score of I was given when only the positive adjective was 
attributed, a score of 2 was given when the child attributed both adjectives to the group, a 
score of 3 when only the negative adjective was used and a score of 0 was given if neither 
the positive nor negative adjective was used to describe the ingroup or outgroup. The total 
score was then calculated across the 8 adjective dimensions. The total score was then 
divided by the number of adjective dimensions the child had actually used. A negativity 
scale ranging from 1 to 3 was thus computed. 
A 2-way ANOVA (age x condition) was then applied to the mean negativity 
ingroup scores in order to assess the possible effects of age and comparative context. 
Table 7: 5 details the relevant cell means. The negativity score for adjective attribution to 
the ingroup yielded a main effect for age (F(2,134)=10.49, p<0.0001). No effects of 
condition were found. Bonferroni adjusted post hoc t-tests revealed that the significant 
differences between the age groups fell between the youngest and the oldest with more 
positive attributions coming from the youngest children. 
A 2-way ANOVA (age x condition) was then applied to the mean negativity 
outgroup scores. The negativity score for adjective attribution to the outgroups yielded a 
main effect for condition (F(1,94)= 11.00, p<0.001). The Bonferroni adjusted post hoc t- 
tests revealed Germans were more negatively evaluated than Americans (mean scores and 
standard deviations of 1.80(. 61) and 1.44(. 43) respectively) confirming the original 
assumptions for the choice of these two outgroups. 
A mixed 3-way ANOVA (age x condition x ingroup vs. outgroup, with repeated 
measures on the third factor) was also conducted in order to investigate the relationship 
between the mean negativity scores attributed to the ingroup and outgroups in the two 
comparative conditions. Table 7: 6 details the relevant cell means and standard deviations. 
A main effect of ingroup vs. outgroup negativity scores was revealed (F(1,91)=24.15, 
p<0.0001). The mean negativity scores attributed to the ingroup were significantly lower 
than those attributed to the outgroups. A significant interaction effect between age group 
and ingroup vs. outgroup was also revealed (F(2,91)=6.91, p<0.005). Post hoc tests 
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indicated that the children became more negative in their descriptions of the ingroup in 
the 'English and German' condition with age. The post hoc tests also indicated that only 
the youngest children evaluated the ingroup more positively than the outgroup in both the 
'English and American' and 'English and German' comparative conditions. 
TABLE 7: 5 Mean negativity scores and standard deviations for describing the 
English ingroup broken down by 2gge ainLd condition ba AGE GROUP/ 
CONDITION YOUNG MIDDLE OLD TOTALS 
English alone 1.28(. 38) 1.32(. 46) 1.59(. 45) 1.39(. 44) 
English & 1.17(. 23) 1.40(. 28) 1.36(. 31) 1.31(. 29) 
American 
English & 1.14(. 20) 1.53(. 41) 1.55(. 36) 1.38(. 37) 
German 
JOTALS 1.33(. 40) a 1.37(. 35) 1.48(. 30) a 
Main effect of age: (F(2,134)=10.49, p<0.001) 
Bonferroni adjusted post hoc t-tests :a young vs. old, t=4.5 1, p<0.000 I 
TABLE 7: 6 Mean negativity scores and standard deviations for the descriptions of 
the ingroup and the American and German outgroups in the comparative conditions 
broken down by age and condition 
AGE GROUP/ 
SEX YOUNG 
_MIDDLE 
OLD TOTALS 
ENGLISH 1.17(. 23)' 1.40(. 28) 1.36(. 31) 1.31(. 29)a 
INGROUP 
(English&American) 
AMERICAN 1.42(. 40)' 1.65(. 54) 1.27(. 29) 1.44(. 43)' 
OUTGROUP 
ENGLISH 1.14(. 20) 
def 1.53(. 4 I)e 1.55(. 36) f 1.38(. 37) b 
INGROUP 
(English& German) 
db GERMAN 1.86(. 68 1.90(. 63) 1.66(. 48) 1.80(. 61 
OUTGROUP 
Main within subject factor effect: (F(2,9 1)=24.15, p<0.00 1) 
Bonferroni adjusted post hoc t-tests: 
American comparative condition: a ingp vs. outgp, t=2.16, p<0.01 
German comparative condition: b ingp vs. outgrp., t=4.45, p<0.0001 
Age group by within subject factor effect: (F(2,91)=6.91, p<0.005) 
Bonferroni adjusted post hoc t-tests: 
young only and American comparative condition: ' ingp vs. outgp, t=2.67, p<0.005 
young only and German comparative condition: d ingp. vs. outgp., t=4.63, p<0.001 
English ingroup, German comparative condition: e young vs. middle, t=3.67, p<0.001 
English ingroup, German comparative condition: f young vs. old, t=4.25, p<0.0001 
7. -3: 3 Stereotype Content 
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7: 3: 3 Stereotype Content 
The content of the children's descriptions of the ingroup, and outgroups were 
assessed next. Each of the eight adjective dimensions were split into positive, negative 
and both positive and negative responses. This produced twenty-four possible response 
categories: 'clean', 'dirty', 'clean and dirty', 'clever', 'stupid', 'clever and stupid% 
'happy', 'unhappy', 'happy and unhappy', Peaceful', 'aggressive', Peaceful and 
aggressive', 'good', 'bad', 'good and bad', 'friendly', 'unfriendly', firiendly and 
unfriendly', 'hardworking', 'lazy', 'hardworking and lazy', 'nice', 'not nice', and 'nice 
and not nice'. The frequency of responses to each of the possible twenty-four adjective 
categories was calculated and broken down by condition and age group. If one of the 
response categories was not used by 10% or less of the subjects, it was excluded from the 
analyses. Correspondence Analysis was then performed in order to assess any trends in 
stereotype content across these independent groups. 
A significant one dimensional solution was obtained suggesting a significant 
condition effect (X2 (26)=135.14, inertia--0.08, % of inertia--70.66, p<0.0001). Figure 7: 1 
illustrates the output plot which demonstrates that the stereotype content differences are 
in how the German outgroup is described and not between how the English ingroup is 
described across the three conditions. 
Correspondence Analyses were also conducted in order to investigate the 
differences in stereotype content for the age groups for the descriptions of the ingroup 
and the outgroups respectively. Two significant one-dimensional solutions (X 2 
(21)=53.04, inertia=0.10, % of inertia--44.90, p<0.0005 and X2 (2 1)=63.24, inertia 0.14, 
% of inertia=66.72, p<0.00001 respectively) were revealed. Figure 7: 2 illustrates the 
Correspondence Analysis output plot for the descriptions attributed to the ingroup broken 
down by age. The plot suggests that the oldest children used more variability in their 
descriptions of the ingroup whereas the youngest children mainly used the positive 
adjective categories. Figure 7: 3 illustrates the Correspondence Analysis output plot for 
the descriptions of the outgroups broken down by age. This plot again suggests that the 
oldest children used the most variability in their descriptions whereas the youngest 
children mainly used the most extreme adjective categories. 
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7: 4 Discussion 
7. -4: 1 Developmental trends in the relative importance of national identity 
The relative importance of the children's European identity and religious identity 
increased with age. The importance of the children's national identity, however, did not 
increase significantly with age in the current study. The smaller sample size of the current 
study may account for these findings. The Kendall's analyses and results did indicate that 
the children's national identity was the most important identity for the middle and oldest 
groups of children and these results are very similar to the previous two studies. A 
growing knowledge of these identities and an ability to attribute them to the self may 
account for these age effects. Previous research has indicated that children's knowledge 
of their own national identity develops through the early years of schooling (Jahoda, 
1962,1963; Middleton et al., 1970; Piaget and Weil, 1951; Tajfel, 1966). The younger 
children tended to place greater importance upon their age and gender identities rather 
than their European and religious identities. One of the earliest acquired identities by the 
child is that of gender (Duveen and Lloyd, 1990; Brown and Yee, 1988), and the greater 
importance attributed to this identity by the younger children is therefore not surprising. 
7: 4: 2 Salience of national identity within comparative verse non-comparative contexts 
SCT predicts that, once a multiplicity of self-categorizations have been acquired, 
the particular context in which the identities are evaluated should influence the relative 
importance attributed to each of them. However, the relative salience of national identity 
was not affected by comparative context in this study. The evaluation of the national 
ingroup alone or in conjunction with other national groups did not alter the relative 
subjective importance of the children's national identity. It was revealed, however, that 
the children in the 'English and Gennan' condition did rank their European identity as 
more important than the children in the 'English alone' condition. This may indicate that 
the experimental manipulation was successful at increasing the salience of an alternative, 
relative identity (i. e. the children's sense of European identity) rather than their national 
identity as intended. 
140 
The failure of the comparative context conditions in increasing the salience of the 
children's national identity could be explained if the RSI was not a reliable indicator of 
the salience of national identity. The previous chapter, however, indicated that the RSI 
task is in fact reliable suggesting that this cannot be used as an explanation for the failure 
to find effects of comparative context. Alternatively, the manipulation of comparative 
context in the framework of the adjective attribution task alone may not have been 
sufficiently powerful to increase the salience of the children's national identity. A much 
more concrete or realistic task may be required to trigger an increased identity salience. 
7. -4: 3 Variability of Attributions 
SCT predicts that in intergroup comparative contexts, the ingroup should be 
perceived as being more homogeneous than in non-comparative contexts. However, this 
prediction was not supported by this study: a main effect in which the attributions made 
in the 'English alone' condition were more heterogeneous than in the comparative 
conditions did not occur. The youngest children in the 'English and German' condition, 
however, did describe the ingroup in more homogeneous terms than the older children or 
the children in the other conditions. 
The youngest children displayed the least variability in the attribution of 
adjectives to the ingroup regardless of condition. Perceived ingroup homogeneity 
decreased with age, with the oldest children producing more heterogeneous evaluations 
overall. Powlishta, Serbin, Doyle and White (1994) noted a similar pattern of responses, 
with children's attitudes towards gender, ethnicity and body type becoming more flexible 
with age. The youngest children also describe the ingroup as more homogeneous than the 
German outgroup; an ingroup homogeneity effect. Previous research suggests that 
ingroup homogeneity usually occurs when the ingroup is threatened (Simon and Brown, 
1987) and/or when the attribute dimensions of comparison are particularly important to 
the ingroup (Kelly, 1989; Brown and Wootton-Millward, 1993). This result may therefore 
suggest that the youngest children felt most threatened by the German outgroup and/or the 
adjectives used in the present study were particularly important to them. 
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7. -4: 4 Negativity of Attributions 
SCT suggests that the evaluation of the ingroup can change when it is compared 
with different outgroups. However, as there was no main effect of condition on the 
negativity scores attributed to the ingroup, this prediction was not supported. The English 
ingroup was not evaluated more positively in the comparative than in the non- 
comparative context. 
A main effect of age was obtained for the negativity scores; the youngest children 
were more positive about the ingroup and more negative toward the outgroups, regardless 
of condition. Greater ingroup bias in young children compared with older children has 
also been noted elsewhere with regard to gender (Powlishta et al., 1994; Yee and Brown, 
1994) and ethnicity (Vaughan, 1964; Asher and Allen, 1969; Aboud, 1988; Doyle and 
Aboud, 1995). The German outgroup was evaluated more negatively than the American 
outgroup by all age groups, confirming the rationale for using these two outgroups in the 
present study. 
7: 4: 5 Stereotype Content 
The descriptions used to describe the ingroup did not alter across the experimental 
conditions (comparative vs. non-comparative). SCT predicts that the descriptions 
attributed to the ingroup will alter according to whether it is described alone or in a 
comparative context. The current study therefore did not find that the English ingroup 
was described differently when described alone than when described in comparison with 
Americans and in comparisons with Germans. This prediction of SCT was not confirmed 
in the present study. 
The content of the children's descriptions of the ingroup, however, did differ 
according to age. As suggested by the variability and negativity scores above, the 
stereotype content of the oldest children's descriptions of the ingroup demonstrated a 
higher use of variability whereas the youngest children tend to use the positive polarised 
adjectives. The content of the children's descriptions of the outgroups also differed 
according to age. Again the oldest children demonstrated the highest use of variability. 
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7: 4: 5 Theoretical Implications 
None of the predictions made by SCT concerning the effect of non-comparative 
and comparative contexts upon identity saliency, group homogeneity, intergroup 
evaluations and stereotype content with regard to children's national identity were upheld 
in the present study. The application of SCT to the development of children's national 
identity is questioned. Lack of the predicted effects may be due to the inability of the 
present study's comparative context conditions to enhance the salience of the children's 
national identity. The attribution task alone may not have provided sufficient contextual 
cues required to increase the salience of the children's national identity in order to 
produce the predicted homogeneity and evaluation effects. 
It is interesting to note, however, that the salience of the children's European 
identity was increased in the 'English and German' comparative condition compared with 
the 'English alone' non-comparative condition. The fact that the children's European or 
supranational rather than national identity was elicited may also go some way to 
explaining why the comparative context manipulations failed to induce the SCT 
predictions. If the comparative context was successful at increasing the children's 
supranational identity rather than national identity, then Germany would actually be part 
of the ingroup and hence the anticipated effect of the comparative context condition 
would be reduced. 
The lack of the predicted effects, however, may have also been due to the fact that 
the cognitive processes and mechanisms postulated by SCT do not operate in children of 
this age, at least as far as their national identity is concerned. That is, it may be the case 
that SCT does not provide an appropriate theoretical framework for interpreting the 
phenomena characterising the development of national identity in children. A theory that 
takes into account these cognitive-developmental issues such as the cognitive- 
constructivist account therefore may provide a more adequate account of the present age- 
related findings. 
Alternatively the lack of any of the predicted effects may indicate that the national 
identity of the children in this study was not yet sufficiently developed for its salience to 
be influenced by the manipulation of comparative context. Although children as young as 
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6 years old do acknowledge their membership of their own national group, it could be the 
case that they do not yet have a sufficiently developed understanding of the beliefs, values 
and attitudes which are associated with that identity. The sensitivity of the child to 
contextual factors which could, in principle, influence the salience of the national 
identity, might therefore be reduced. The fact that children's perceived similarity 
judgements of gender can be manipulated by context (Powlishta, 1989) further suggests 
that it may be case that the national identity is not yet sufficiently developed for these 
contextual manipulations to take effect. 
7: 5 Conclusions 
The predictions of SCT concerning the effects of comparative context upon 
identity salience, group homogeneity, ingroup evaluation and stereotype content were not 
upheld, and the appropriateness of trying to apply SCT to the development of national 
identity is called into question by the findings of this study. The failure to support these 
predictions in the present study may be due to several factors: firstly, the adjective 
attribution task alone may not have been sufficient to enhance the salience of the 
children's national identity; secondly, the cognitive processes and mechanisms postulated 
by SCT may not operate in children of this age, at least as far as their national identity is 
concerned; or thirdly, it could have been the case that the national identity of the children 
in this study was not yet sufficiently developed for its salience to be influenced by the 
manipulation of comparative context. 
The results, however, did indicate that the youngest children were more positive 
to the ingroup and more negative to the outgroups overall; they were also more 
homogeneous in all of their attributions. The oldest children were also more 
heterogeneous in their descriptions of the ingroup and outgroups compared with the 
youngest children. Given the age-related differences, a cognitive-constructivist 
explanation may provide a more adequate account of the present findings. 
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CHAPTER EIGHT 
Study 4: The effects of comparative and non-comparative contexts upon national 
identity in English schoolchildren with salience of identity manipulated 
8: 1 Introduction 
Results from the previous study (see Chapter Seven, section 7. -5) indicated that 
the predictions of SCT concerning the context-dependent nature of group homogeneity 
and intergroup evaluations may not be applicable to English children's development of 
their national identity. It was suggested that these findings may have been due to several 
factors: firstly; the cognitive processes and mechanisms postulated by SCT may not 
operate in children of this age, at least as far as their national identity is concerned; or 
secondly, it could have been the case that the national identity of the children in this study 
was not yet sufficiently developed for its salience to be influenced by the manipulation of 
comparative context; or finally, the context within which the adjective attribution task 
was administered may not have been sufficiently concrete to enhance the salience of the 
children's national identity. The present study was designed in order to test this final 
possibility. 
SCT (Oakes et al., 1994) predicts that a given identity will become salient in any 
given context when intergroup differences are greater than intragroup differences; the 
(meta-contrast principle'. Thus situations that focus upon intergroup differences rather 
than intragroup differences ought to enhance the salience of the social category involved. 
This selective activation of social categories (Oakes, 1987) suggests that the accessibility 
of an identity is dependent upon both social and contextual factors. In addition to the 
accessibility of the social category, SCT also purports that the social category elicited 
must also 'make sense' of the content of that social category. That is, there must be good 
'normative fit' between what is observed and the category elicited. It is therefore both the 
'accessibility' of the social category and the 'normative fit' that will determine, according 
to SCT, the salience of a particular social identity 
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Thus, the theory predicts that when intergroup differences decrease and intragroup 
differences increase, the 'accessibility' of the social identity will be low and hence 
individual categorizations and personal identities will be favoured. However, an 
intergroup comparative context rather than a non-comparative one will evoke the group 
level of identification, the 'accessibility' of the social identities will be high and hence 
these will be elicited and ingroup homogeneity will increase. Thus if a comparative 
context elicits a specific social identity, the salience of that social identity ought to be 
increased. Once the salience of the social identity has been established in a given context, 
the predicted group homogeneity phenomena will follow. Chapter Seven (see Section 
7: 1) outlined the various research that has supported these SCT predictions. 
One of the possible explanations for the failure of the previous study to support 
the predictions of SCT was that the adjective attribution task alone may not have 
provided sufficient contextual cues required to increase the salience of the children's 
national identity in order to produce the predicted homogeneity and evaluation effects. 
Therefore the lack of results supporting SCT are not surprising as the 'accessibility' of 
the children's national identity was not high. The importance of focusing children's 
attention upon the relevant context was highlighted by Powlishta (1989). Although 
Powlishta (1989) did find that children's perceived similarity of boys and girls was 
subject to contextual influence, this was only the case when attention was drawn (by 
labeling) to the context in question. Thus it may be the case that children do exhibit the 
patterns of intergroup behaviour predicted by SCT but only when the appropriate identity 
is explicitly clear within a given context. In order to assess the possibility of this, study 
three was repeated with an additional identity salience manipulation. The identity salience 
manipulation took the form of a highly emotive video clip showing the England football 
team losing to Germany. 
Football is the national sport (Walvin, 1975). Former manager of Liverpool 
Football Club, Bill Shankley, is quoted as saying "Some people think that football is as 
important as life and death. I can assure them it is far more important than that". A major 
international match may be seen on television by at least I in 3 of the population. For 
example, 23.7 million people in Britain watched the England vs. Argentina match in the 
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1986 World Cup and 23.8 million people in Britain watched England vs. Germany in the 
semi-final of the 1996 European Championships (BBC, 1998). These international events 
are indicative of creating an overwhelming sense of national pride that is epitomised by 
the flag waving and unquestioned support of the national team (Billig, 1996). Football is 
indeed a pervasive aspect of modem English culture and in this sense is central to the 
contemporary English identity (Canter, Comber and Uzzell, 1989). The context of an 
international football match therefore is one in which the national identity is likely to be 
evoked and the accessibility of that social identity high. 
8: 1: 1 Aims of the present study 
In Study Three the context within which the adjective attribution task was 
administered may not have been sufficiently concrete to enhance the salience of the 
children's national identity. The present study therefore was designed in order to test this 
possibility by the replication of Study Three with an addition of an identity salience 
manipulation. Thus the present study involved assigning English children, aged between 
5 and 11 years old, to one of three identity salience manipulation conditions. The high 
identity salience condition consisted of children watching video highlights of Germany 
beating England in the semi-final of the 1996 European Football Championships. The 
two low identity salience conditions consisted of the children either watching a video clip 
of two English football clubs or not watching a video at all as in the previous study. The 
children where then asked to evaluate their own national identity (English) either alone in 
a- non-comparative, or in a comparative context where the outgroup (German) was 
present. The following predictions were tested in the present study: 
(1) SCT predicts that the salience of a particular social identity will increase when 
the context provides a comparable outgroup and accessibility of the social identity is 
high. Thus, the child's national identity ought to be more salient in the comparative 
contexts than in the non-comparative context especially after watching the Euro '96 
match. 
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(2) SCT also predicts that the perceived heterogeneity of ingroup members should 
be greater in the non-comparative context than in the comparative contexts when 
accessibility of the social category is high (that is, ingroup homogeneity should be higher 
in the comparative contexts in the high identity salience condition). The study tested this 
prediction. 
(3) The study was also designed to explore the effects of comparative context 
upon the evaluation of the national ingroup and if the evaluation differs according to 
whether the national ingroup is evaluated alone or in a comparative context with an 
outgroup (i. e. German). These results should also be accentuated in the high identity 
salience condition. 
(4) Stereotype content is also predicted by SCT to change in varying contexts. 
SCT predicts that the descriptions attributed to the ingroup will alter according to whether 
it is described alone or in a comparative context. The current study therefore predicts that 
the English ingroup will be described differently when described alone than when 
described in comparison with Germans. 
8: 2 Method 
8: 2: 1 Subjects 
Three hundred and twenty-nine children aged from 5: 10 to 11: 4 years old (mean 
age 8: 7 years, standard deviation 1.68) from participated in the study. One hundred and 
seventy-five of the children were boys and 154 were girls. For the purpose of some 
analyses the children were divided into three age groups according to their school years: 
109 in years I and 2 (young), III in years 3 and 4 (middle), and 109 in years 5 and 6 
(old). The frequency and mean ages of the children within each age group, sex and 
condition are shown in Table 8: 1. 
8: 2: 2 Design 
The experiment used a2 (context condition) x3 (identity salience) x3 (age group) 
x2 (sex) design. The two context conditions were 'English alone' (i. e. non-comparative 
context) and 'English and Germany' (i. e. comparative context). Identity salience was 
manipulated by the children watching highlights from the Euro '96 semi- final match 
148 
between England and Germany (high national identity salience), a video clip of equal 
length to the Euro '96 clip of two English football teams (low national identity salience) 
or no video (low national identity salience). The three age groups were divided according 
to the school years 1&2,3&4, and 5&6. Due to the football context of the present study 
sex was also included as a factor. 
TABLE 8: 1 Frequency, mean age in years and standard deviation of subjects 
broken down by age, sex and condition 
Video Euro '96 Other Video No video 
Condition 
Context English English English English English English 
Condition alone & alone & alone & TOTAL 
German German German 
young girls 7 8 8 7 9 9 48 
6.46 6.73 6.32 6.66 6.38 6.75 6.55 
(0.72) (0.75) (0.59) (0.63) (0.57) (0.71) (0.65) 
young boys 12 11 9 9 10 10 61 
6.69 6.37 6.56 6.57 6.32 6.46 6.50 
(0.56) (0.64) (0.55) (0.72) (0.62) (0.72) (0.62) 
middle 7 10 11 11 9 7 55 
girls 8.39 8.54 8.56 8.59 8.59 8.76 8.57 
(0.74) (0.61) (0.39) (0.45) (0.39) (0.57) (0.51) 
middle 10 8 10 8 9 11 56 
boys 8.59 8.73 8.48 8.47 8.46 8.77 8.59 
(0.49) (0.74) (0.70) (0.62) (0.50) (0.79) (0.63) 
old girls 8 8 6 10 9 10 51 
11.02 10.96 10.32 10.24 10.56 10.72 10.63 
(0.23) (0.19) (0.32) (0.21) (0.53) (0.89) (0.55) 
old boys 8 12 8 10 10 to 58 
10.89 11.18 10.06 10.16 10.68 10.97 10.64 
(0.27) (0.41) (0.30) (0.38) (0.73) (0.50) (0.59) 
Totals 52 57 52 55 56 57 329 
8.57 8.79 8.30 5.58 8.50 8.76 8.70 
(1.86) (1.92) (1.54) (1.54) (1.86) (1.84) 1.68 
8: 2: 3 Materials 
8: 2: 3: 1 The Videos 
Selected highlights were edited from the 1996 European Football Championship's 
semi-final match between England and Germany in which Germany won by 5 to 4 in a 
penalty shoot-out. The video clip comprised of the kick off, the first England and 
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Germany goals, the final whistle and the penalty shoot out followed by scenes of the 
German fans celebrating and the English disappointment. The video clip lasted for 9 
minutes and 50 seconds. 
Selected highlights were also edited from a recent premiere division match 
between Tottenham Hotspur and Sheffield Wednesday. This highlight was selected to 
mirror the Euro '96 match in terms of duration, the number of goals, free kicks and 
comers. 
8: 2: 3: 2 Attribution Task 
Four boxes measuring 15xl5xl5 cm were used. Written on each box was either 
'English', 'Gennan', 'Both' or 'Neither'. Each box had a posting slot across the front 
measuring the full width of the box. The materials also included sixteen cards measuring 
8x3 cm. On each of the cards was written one of the following words: 'clean', 'dirty', 
'happy', 'sad', 'peaceful', 'aggressive', 'clever', 'stupid', 'hardworking', 'lazy', 
'friendly", 'unfriendly', 'good', 'bad', 'nice', and 'not nice'. 
8: 2: 3: 3 RSI Task 
A set of nineteen cards was used. Written on each card were the ffollowing words 
describing the possible identities applicable to all the children: '5 years old', '6 years 
old', 7 years old', '8 years old', '9 years old' , '10 years old', 'I] years old', 'boy', 
'girl'). 'European', 'English', 'a person from Fleet', 'white', 'black', 'Asian', 'Christian', 
'Jewish', 'Hindu' and 'Muslim'. Therefore a total of seven cards (age, sex, European, 
national, local, ethnic and religious identities) were used per child. 
8: 2: 4 Procedure 
The children in the video conditions watched the football highlights in groups of 
four. These groups of four children consisted mainly of 2 boys and 2 girls but because of 
the disproportional number of boys to girls in both of the schools this was not always 
possible. Since one of two experimenters interviewed the children in the video conditions 
and the interview schedule lasted not longer than 10 minutes, every child was interviewed 
within ten minutes of watching the video. 
The children were interviewed individually in a quiet room made available in 
their school. After establishing rapport with the children it was explained that the 
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interviewers were interested in finding out what the children thought about certain things. 
Reassurance was given that this was not a test and there were no right or wrong answers 
and that no one other than the interviewers would know what they had said. After the 
video each child individually then completed the attribution task followed by the RSI 
task. Two further questions (Do you like/dislike English/German people? How much, a 
lot, a little or what? ) concerning the child's affect toward English and German people then 
followed. Children in the non-video condition simply completed the tasks in the same 
order without previously watching the video. 
8: 2: 4: 1 Attribution Task 
In the comparative context condition the child was shown four boxes labeled: 
'English', 'Gennan', ' neither' and 'both'. In the non-comparative condition the child 
was shown the 'English' box alone. The sixteen cards with adjectives on. were then 
placed in a random order in front of the child. The child was then instructed to Place each 
card into the box representing the national group that they felt that word best described. 
. If the word could be used to describe both groups the child was told to place it into 'the 
'both' box. If the word was thought not to be applicable to either group they were told to 
place it into the 'neither' box. In the non-comparative condition the child was simply 
instructed to place all the words into the English box that they felt best described English 
people. If the child felt that any of the words were not applicable they were told to put 
them to one side. The children were allowed to discard any cards they felt were not 
appropriate in describing either the ingroup or outgroup. 
8: 2: 4: 2 RSI Task 
The child was first asked to choose which of the religious and ethnic identities 
best described them: the other identities were obvious and therefore preselected by the 
interviewer. The child was allowed to state if any of these identities were unsuitable and 
these were simply places to one side. The set of cards applicable to the child was spread 
out in front of them. The experimenter explained that these were all things that could be 
used to describe the child. The child was then asked which one of these identities was 
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most important to them. The experimenter stressed that that the aim of the task was to 
choose the card that was most important to them; the one that meant the most to them. 
This card was then removed. Then next most important was then chosen and so on until 
all the cards had been used. 
8: 3 Results 
8: 3: 1 RSI Task 
8: 3: 1: 1 Between Age Effects 
The RSI task was scored from I to 7 with I being most important and 7 least 
important. If a card was not selected it received the lowest ranking and if two or more 
cards were not chosen an average lowest rank was attributed. Table 8: 2 gives full details 
of the mean ranks for each of the seven identity categories for the three age groups. 
Kruskal Wallis non-pararnetric tests were applied to the rankings of the seven identities 
used in the. RSI task to test for any differences between the three age groups. Significant 
age effects were found for the ranks of being European, being English, region-al identity, 
age identity and religious identity. Mann-Whitney U post hoc tests werc conducted to 
locate precisely where the age differences fell and these are also detailed in Table 8: 2. It 
was indicated that the RS1 of being European, being English and religious identity 
increased with age whereas the RSI of regional identity and age identity decreased with 
age. 
8: 3: 1: 2 Within Age Effects 
Agreement between the children within the three age groups on the RSI task for 
the seven identity categories were measured using Kendall's Coefficient of Concordance. 
A breakdown of the mean ranks for each age group can be found in Appendix D 1. 
The children in the young age group ranked the cards in the following order: age 
identity, sex identity, being English, regional identity, religious identity, ethnic identity 
and lastly being European. The children in the middle age group ranked the cards in the 
following order: sex identity, being English, age identity, regional identity, religious 
identity, being European and lastly ethnic identity. The children in the old age group 
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No significant effects were found across the three video conditions in the ranked 
importance of being European, being English, regional identity, age identity, sex identity, 
ethnic identity nor religious identity when all the children were ncluded in the analysis. 
When the analyses were conducted for each age group separately, however, national 
identity was ranked significantly more important in the high identity salience condition (i. e. 
'Euro '96) than the other two low identity salience conditions (X 2 (2)=l 1.07, p<0.005, 
n= 109) but only for the oldest age group of children (see Table 8: 3 for a breakdown of the 
mean ranks). 
TABLE 8: 2 Mean ranks of the seven identities ranked in the RSI task broken 
down by age and the results of the statistical analysis (ns = not significant) 
Identity / Mean Kruskal Mann Whitney 
Age Group Rank Wallis Post hoe tests 
------------------------------------------------------------------------------------------------------------ 
AGE 
YOUNG 2.20 x2 (2)=87.01 (I)middle vs. old, z=4.08, p<0.0001 
MIDDLE 3.51 P<0.0001 (2)young vs. old, z=8.78, p<O. 0000 1 
OLD 4.46 (3)young vs. middle, z=6.19, p<O. 000 1 
SEX 
YOUNG 2.71 2 (2)=1.21 
MIDDLE 2.28 ns 
OLD 3.12 
------ - ----------------------- - --------- --------- - -- -- ------ - ----------- -- --------- -- -- -------- -- --- 
REGIONAL 
YOUNG 3.68 X2 (2)=10.67 (1)young vs. old, z=3.28, p<0.00 I 
MIDDLE 4.41 p<0.005 
OLD 4.40 
------------- - ---------- -- - -- -------- - ----- - --- - -- --- --- - -- --- ------------------------- -- 
ENGLISH 
YOUNG 3.67 x2 (2)=18.05 (I)young vs. old, z=3.78, p<0.001 
MIDDLE 2.87 P<0.00 I (2)young vs. middle, z=3.58, p, O. 00 1 
OLD 2.84 
-------------- -------------- --- -------------- ------ 
EUROPEAN 
YOUNG 5.71 x2 (2)=31.89 (1)middle vs. old, z=2.69, p<0.01 
MIDDLE 5.03 P<0.0001 (2)young vs. old, z=5.48, p<0.000 I 
OLD 4.33 
-------- - ----------------------- -- --------------- -- ------- --------- 
ETHNIC 
2 
YOUNG 5.52 (2)=1.89 
MIDDLE 5.35 ns 
OLD 5.18 
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TABLE 8: 3 Mean ranks of the national identities ranked in the RS1 task broken 
down by age and video condition with the results of the statistical analysis (ns = not 
significant) 
m-- --------- VIDEO/ Other No Kruskal Mann Whitney 
AGEGROUP Euro '96 video video Wallis post hoc tests 
YOUNG 3.57 3.64 3.81 X2 (2)=5.15 
ns 
MIDDLE 2.94 2.95 2.72 x2 (2)=3.25 
ns 
OLD 2.18 3.18 3.19 x2 (2)=1 1.0 (I)Euro vs. other, z=2.86, 
p<0.005 p<0.005 
(2)Euro vs. no, z=2.92, 
p<0.005 
8: 3:. 1: 4 Salience of national identity across the two comparative contexts 
The importance of national identity was not ranked significantly differently across 
the two comparative contexts for all of the age groups. When the analyses were 
conducted for each age group separately, no significant results were also found. When 
analyses were conducted for each video condition separately, no significant results where 
found. 
8: 3: 2 Adjective Attribution Task 
8: 3: 2: 1 Variability Scale 
A variability score was computed for the adjectives attributed to the ingroup and 
outgroup. The adjectives consisted of eight pairs of adjectives, each pair consisting of a 
positive and a negative adjective. A score of 1 was given when only the negative or the 
positive adjective was attributed, a score of 2 was given when the child attributed both 
adjectives to the group and a score of 0 was given if neither the positive nor negative 
adjective was used to describe the ingroup or outgroup. The total score was then 
calculated across the 8 adjective dimensions. The total score was then divided by the 
number of adjective dimensions the child had actually used. A variability scale ranging 
from I to 2 was thus computed. 
Two 4-way ANOVAs (age x sex x video x context) were applied to the mean 
variability ingroup and outgroup scores. Tables 8: 4 and 8: 5 give details of the cell means 
and standard deviations of the mean ingroup and outgroup variability scores. The 
variability score for adjective attribution to the English ingroup exhibited no significant 
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effects. The variabilitY score for adjective attribution to the German outgroup also 
exhibited no significant effects. 
A mixed 5-way ANOVA (age x sex x video x context x ingroup vs. outgroup, 
with repeated measures on the fifth factor) was conducted to compare the variability 
attributed to the ingroup and outgroup in the various age, sex, context and video 
conditions. No significant effects were found. 
TABLE 8: 4 Mean ingroup variability scores and standard deviations broken down 
by video, context and age 
Video Euro '96 Other Video No Video 
Context English English English English English English 
alone and alone and alone and 
German Gen-nan German 
YOUNG 1.34 1.29 1.34 1.27 1.27 1.34 
(0.3 8) (0.22) (0.30) '17) (0.2 (0.33) (0.16) 
MIDDLE 1.26 1.23 1.38 1.25 L23 1.22 
(0.26) (0.27) (0.39) (0.15) (0.29) (0.28) 
OLD 1.20 1.21 1.39 1.26 1.40 1.32 
(0.36) (0.21) (0.39) (0.34) 
_(0.28) 
(0.29) 
TABLE 8: 5 Mean outgroup variability scores and standard deviations broken down 
by video and age 
Video/ Euro' 96 Other video No video 
--A&ulqýp ........ ...... ..... ... . ...... .... --------------- ...... ...... . ... . ........ ... ........... YOUNG 1.25 1.26 1.33 
(0.26) (0.29) (0.17) 
MIDDLE 1.20 1.21 1.25 
(0.26) (0.20) (0.26) 
OLD 1.27 1.25 1.36 
(0.18) (0.35) (0.271 
8: 3: 2: 2 Negativity Scale 
A negativity score was computed for the number of adjectives attributed 
to the 
ingroup and outgroup. A score of I was given when only the positive adjective was 
attributed, a score of 2 was given when the child attributed 
both ad ectives to the group, a i 
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score of 3 when only the negative adjective was used and a score of 0 was given if neither 
the positive nor negative adjective was used to describe the ingroup or outgroup. The total 
score was then calculated across the 8 adjective dimensions. The total score was then 
divided by the number of adjective dimensions the child had actually used. A negativity 
scale ranging from 1 to 3 was thus computed. 
Two 4-way (age x sex x video x context) ANOVAs were applied to the mean 
negativity scores; one for the ingroup and one for the outgroup. Table 8: 6 gives details of 
the cell means and standard deviations for the mean ingroup negativity scores. The mean 
negativity score for adjective attribution to the ingroup yielded no main effects but an 
interaction effect between age and context (F(1,328)=3.34, p<0.05) was revealed. 
Bonferroni adjusted post hoc t-tests indicated that only the children in the middle age 
group evaluated the ingroup more positively in the comparative context condition. 
T ABLE 8: 6 Mean ingroup negativity scores and standard deviations broken down 
by context and age 
CONTEXT/ English Alone English and TOTALS 
AGE German 
GROUPS 
YOUNG 1.43(0.42) 1.52(0.44) 1.47(0.43) 
MIDDLE 1.48 (0.37)a 1.30 (0.33)ab 1.39(0.36) 
OLD 1.50(0.38) 1.40(0.37) 1.44(0.38) 
TOTALS 1.47(0.39) 1.41(0.39) 
Age by context interaction effect: (F(2,328)=3.34, p<0.05) 
Bonferroni adjusted post hoc t-tests: 
middle age group, a non-comp. context vs. comp. context, t=2.62, 
P<0.001 
comparative context, b young vs. middle, t=2.91, p<0.0005 
The negativity score for adjective attribution to the outgroup yielded a main effect 
for age (F(2,169)=6.98, p<0.001). Table 8: 7 gives details of the cell means. Post hoc tests 
revealed that the significant differences between the age groups fell between the youngest 
and the middle children with the youngest children being more negative toward the 
outgroup. 
A mixed 5-way ANOVA (age x sex x video x context x ingroup vs. outgroup with 
repeated measures on the fifth factor) was conducted to compare the negativity attributed 
to the ingroup and outgroup. Table 8: 7 gives details of the relevant cell means. A main 
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effect of ingroup vs. outgroup was revealed (F(1,152)=85.28, p<0.0001) with more 
positive adjectives consistently being used to evaluate the ingroup than the outgroup. An 
interaction effect between ingroup vs. outgroup and age (F(2,152)=13.48, p<0.0001) and 
an interaction effect between age and video condition (F(4,152)=2.69, p<0.05) were also 
found. Post hoc t-tests showed that the youngest children were more negative to the 
outgroup than the oldest children. Post hoc tests also showed that the ingroup is evaluated 
more positively in the Euro '96 condition compared with the no video condition but only 
for the oldest children and the outgroup is evaluated more negatively in the Euro '96 
condition but only by the youngest children. 
TABLE 8: 7 Mean negativity ingroup and outgroup scores and standard deviations 
broken down, by,, age and video condition 
YOUNG MIDDLE OLD TOTAL 
In- Out- In- Out- In- Out- In- Out- 
group group group group roup group OU 
---- ___ZrouP 
gro 
---- 
gquN 
EURO 1.49 2.35 e 1.47 1.72 1.34 1.76 1.43 1.95 
'96 (0.52) (0.51) '-(0.39) (0.59) (0.39) (0.56) (0.44) (0.62) 
OTHER 1.42 2.15 1.39 1.83 1.46 2.12 1.42 2.03 
VIDEO (0.35) (0.69) (0.35) (0.58) (0.38) (0.69) (0.36) (0.66) 
NO 1.51 1.91 e 1.31 1.63 1.52 1.85 1.45 1.80 
VIDEO (0.40) (0.42) (0.33) (0.44) (0.35) (0.53) (0.37) (0.47) 
TOTAL 1.47 b 2.13 ab1.39' 1.73 ac1.44 d 1.91 d 1.44 1.92 
(0.43) (0.56) (0.36) (0.54) (0.38) (0.61) (0.39) (0.59) 
Outgroup, main age effect: (F2,169)=6.98, p<0.05) 
Bonferrom adjusted post hoc tests: a young vs. middle, t=3.80, p<0.0001 
Within subject main effect (ingroup and outgroup): (F(1,152)=85.28, p<0.0001) 
Within subject by age effect: (F(2,152)=13.48, p<0.0001 
Bonferroni adjusted t-tests :b young only, ingp vs. outgp, t=6.14, p<0.00001 
c middle only, ingp vs. outgp, t=5.34, p<0.00001 
d old only, ingp vs. outgp, t=4.91, p<0.00001 
Age by video condition interaction effect; (F(4,152)=2.69, p<0.05) 
Bonferrom adjusted post hoc t-tests : eyoung only outgroup, Euro'96 vs. no video, t=2.94, p<0.005 
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8: 3: 3 Affect Scores 
The two last questions of the interview schedule asked the children whether or not 
they liked both groups of people and how much they either liked or disliked them. A scale 
ranging from I to 5 was derived with a score of I indicating that the child liked the group 
a lot, and 5 indicating that the child disliked the group a lot. 
A mixed 5-way (age x sex x video x context x ingroup vs. outgroup with repeated 
measures on the fifth factor) ANOVA was conducted to compare the affect scores 
attributed to the ingroup and outgroup. An interaction effect between age group and 
context condition was also found (F(2,290)=5.83, p<0.01); see Table 8: 8 for a breakdown 
of the precise locations of this effect. 
A within subject main effect of ingroup vs. outgroup for the affect scores was also 
found (F(1,290)=407.9, p<0.0001) showing that the ingroup was liked more than the 
outgroup. Two further within subject interaction effects were found: age and ingroup vs. 
outgroup (F(2,290)=5.13, p<0.01); and sex and ingroup vs. outgroup (F(1,290)=11.04, 
p<0.001). Table 8: 9 details the relevant cell means and standard deviations. Post hoc tests 
indicated that the youngest children disliked the outgroup more than the middle and 
oldest age groups, whereas the middle age group of children liked the ingroup more than 
the oldest children. Post hoc tests also indicated that both the boys and girls liked the 
ingroup more than the outgroup but the boys disliked the outgroup more than the girls. 
TABLE 8: 8 Mean outgroup affect scores and standard deviations broken down by 
_age 
and context 
ENGLISH ENGLISH& 
ALONE GERMAN 
YOUNG )a 2.87(l. 43 ac 3.57(1.3 1) ac 
MIDDLE 3.05(l. 29) 2.70 (1.16) b 
OLD 2.64(l. 00) 2.79 (1.07) c 
Age by context interaction effect: (F(I, 290)=5.8., p<0.001) 
Bonferroni adjusted post hoc t-tests: 
young only, a non-comp. vs. comp., t=2.67, p<0.01 
comp. context, b young vs. middle, t=3.69, p<0.00001 
c young vs. old, t=3.46, p, 0.0001 
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TABLE 8: 9 Mean ingroup and outgroup affect scores with standard 
deviations broken down bv age and sex 
YOUNG MIDDLE OLD TOTALS 
BOYS GIRLS BOYS GIRLS BOYS GIRLS BOYS GIRLS 
Ingroup 1.29 
(0.71) 
1.41 
(0.78) 
1.21 
(0.45) 
1.34 
1) 1(0.6 
1.53 
(0.78) 
1.45 
(0.69) 
1.34 c 
(0.67) 
i-. 3-9-5- 
(0.69) 
-TOTAL 
1.34(0.74) 9 , 1.27(0-53) eh 1.50(0.74) e1 1.37(0.68) a 
Outgroup 3.62 
1.32) 
1 2.73 
(1.38) 
3.02 
(1.31) 
2.74 
(1.13) 
2.79 
(1.14) 
2.64 
(0-91) 
3.15c d 
(1.30) 
I 
2.70b 
J 
(1.15) 
TOTAL 
1 
3.22(1.4 1) f91 fh 2.88(l. 23) 
. 
2.72(l. 04)' 2.94(l. 25) a 
Main within subject effect: (F(1,290)=407.90, P.., ý0.0001) a 
Sex by affect interaction effect: (F(1,290)= 11.04, p<0.00 1) 
Bonferroni adjusted post hoc t-tests: girls only, b ingp vs. outgp, t=12.36, p<0.00001 
boys only, 'ingp vs. outgp, t=15.77, p, 0.00001 d 
outgroup, boys vs. girls, t=8.63, p<0.0005 
Age by affect interaction effect: (F(2,290)=5.13, p<0.01) 
Bonferroni adjusted post hoc t-tests, 
Ingroup only, 'middle vs. old, t=2.5 3, p<0.0 I 
Outgroup only, f young vs. old, t=2.95, p<0.005 
Young only, g ingp vs. outgp, t= 11.86, p<0.000 I h- Middle only, ingp vs. outgp, t=12.97, p<0.00001 
Old only, 'ingp vs. outgp., t=10.03, p<0.00001 
8: 3: 4 Stereotype Content 
The content of the children's descriptions of the ingroup and outgroup were 
assessed next. Each of the eight adjective dimensions was split into positive, negative and 
both positive and negative responses. This produced twenty-four possible response 
categories: 'clean', 'dirty', 'clean and dirty', 'clever', 'stupid', 'clever and stupid', 
'happy', 'unhappy', 'happy and unhappy', 'peaceful', 'aggressive', 'peaceful and 
aggressive', 'good', 'bad', 'good and bad', friendly', 'unfriendly', friendly and 
i unfriendly' , hardworking', 
'lazy', 'hardworking and lazy', 'nice', 'not nice', and 'nice 
and not nice'. The frequency of responses to each of the possible twenty-four adjective 
categories was calculated and broken down by condition, age group and sex. If one of the 
response categories was not used by 10% or less of the subjects, it was excluded from the 
analyses. Correspondence Analysis was then performed in order to assess any trends in 
stereotype content across these independent groups. 
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A significant one dimensional solution was obtained suggesting a significant 
difference in the way the English ingroup and German outgroup were described 
2 (17)=181.55, inertia=0.04, % of inertia=97.03, p<0.0001). Figure 8: 1 illustrates the 
output plot which demonstrates that the stereotype content differences are in how the 
German outgroup is described and not between how the English ingroup is described in 
the two context conditions. These findings mirror the lack of any main context effects in 
the variability and negativity scores attributed to the English ingroup above (see Section 
8: 3: 2). 
Correspondence Analyses were also conducted in order to investigate the 
differences in stereotype content for the sex and age groups for the descriptions of the 
ingroup and outgroup respectively. One significant one-dimensional solution 
2 (25)=52.46, inertia=0.05, % of inertia=77.84, p<0.005) was revealed. Figure 8: 2 
illustrates the Correspondence Analysis output plot for the descriptions attributed to the 
German outgroup broken down age. This plot illustrates how the youngest children 
tended to use the most negative adjectives when describing the outgroup, the middle 
group the most positive whereas the oldest group of children tended to use both. No other 
significant solutions were obtained. 
8: 3: 5 Open-ended responses 
The children were asked to justify their affect responses which in turn produced 
some qualitative data. From scanning the data no condition effects in the types of 
responses were noted. The older children did tend, however, to give longer answers by 
rationalising their responses in greater detail. For example, a common response from the 
younger children was simply "They're nice" whereas the older children produced 
responses like "Yes, I like the English but only medium, because sometimes they are nice 
and sometimes they are really horrible; you don't know whether to like them or not 
sometimes" (10 year old boy). 
The most frequent responses to why the children either liked or disliked the 
ingroup included behavioural or psychological characteristics such as "I like the English 
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because they are nice and kind" (5 year old girl). Language was also an important issue in 
why the children tended to like the ingroup. For example one 6 year old boy stated "I like 
them (the English) a lot because you can understand them". Language was also 
consistently used to illustrate why the children often disliked the outgroup. For example, 
one 8 year old boy stated "No, I don't like the Germans because, well I've never met any 
before but I don't think I don't like them because we won't understand their language". 
The Second World War was often mentioned across all age groups. For example 
one of the youngest boys stated "No, I don't like the Germans a lot because they used to 
fight the English and the English won because they have the best weapons". In a similar 
vein, one of the youngest girls stated "No, I don't like the Germans because they have 
wars and some people die and that's not nice". One of the middle age group boys stated 
"No I don't like the Germans because they tried to win W. W-R, we won it" and one of the 
middle age group girls stated "Yes, I like the Germans a little. At first they were unkind 
to us in the war but I like them now because they haven't been making wars with us". 
Again the oldest children also frequently mentioned the war. For example one boy aged 
10 years in the Euro '96 condition stated "No, I don't like the Germans a lot, not since 
they beat us in the war and stuff like that but most importantly the football". Similarly 
one of the oldest girls stated "I know it sounds unfair but I don't like them (the Germans) 
because of what Hitler did, I think most people in Gen-nany would be bad". 
8: 4 Discussion 
8: 4: 1 Developmental trends of the relative importance of national identity 
The relative importance of the children's English identity, European identity and 
religious identity increased with age. A growing knowledge of these identities and an 
ability to attribute them to the self may account for these age effects. The present finding 
is consistent with the previous studies (see Chapters Five, Six and Seven) as well as other 
research which has indicated that children's knowledge of their own national identity 
develops through the early years of schooling (Jahoda, 1962,1963; Middleton et al., 
1970; Piaget and Weil, 195 1; Tajfel, 1966). The robustness of these findings is indicated. 
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The younger children tended to place greater importance upon their age and regional 
identities. 
8: 4: 2 Salience of national identity within comparative verse non-comparative contexts 
As in the previous study, the children's RSI attributed to their national identity 
was not affected by the comparative context. In addition, the identity salience 
manipulation had no overall effect on the importance that the children attributed to their 
national identity. The children in the oldest age group, however, did rank their national 
identity as more important in the high identity salience condition. This indicates that 
watching the Euro '96 video had the desired effect of increasing the salience of national 
identity at least for the oldest children. Possible explanations as to why the Euro '96 
video condition failed to increase the importance attributed to the national identity for the 
youngest children may be that either national identity in these children was not 
sufficiently developed for these manipulations to have an effect or these children have not 
yet made the association between football and their national identity (if indeed there is an 
association to be made). 
8: 4: 3 Variability of attributions 
SCT predicts that in intergroup comparative contexts, the ingroup should be 
perceived as being more homogeneous than it is in non-comparative contexts because 
identity salience ought to be higher in this context. In addition, the high identity salience 
condition meant that this effect should have been accentuated in the Euro '96 condition. 
However, this prediction was not supported by this study: a main effect in which the 
attributions made in the 'English alone' condition were more heterogeneous than in the 
comparative conditions did not occur. The identity salience manipulations also had no 
effect upon the variability of attributions made to the ingroup. 
A problem with the identity salience manipulation in the present study is that the 
Euro'96 context immediately evokes a comparative context. The distinction between 
evaluating the English in a non-comparative or comparative context was diluted in this 
condition as the children who watched the England and Germany match were 
automatically within a national comparative framework. Given the predictions of SCT, 
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however, significantly less variability also should have been attributed to the ingroup in 
the high identity salience conditions than in the low identity salience, non-comparative 
context groups. No such differences were uncovered, suggesting that the predictions of 
SCT concerning ingroup homogeneity in comparative contexts cannot be supported by 
the present study. 
8: 4: 4 Negativity of attributions and affect scores 
The outgroup was consistently evaluated more negatively than the ingroup by all 
three age groups and this was also found with regard to the affect scores. All the children 
across all the conditions evaluated the ingroup more favourably than the outgroup. This 
general ingroup preference has also been noted in previous research in relation to 
children's ethnicity (Clark, Hocevar and Dembo, 1980; Hraba and Grant; 1970), gender 
(Yee and Brown, 1994) as well as national identity (Tajfel, 1966; Middleton et al., 1970). 
SCT suggests that the evaluation of the ingroup can change when judged alone 
than when (_ýpmpared with an outgroup. However, as no main context effects for the 
negativity scores attributed to the ingroup occurred in the present study this prediction 
cannot be supported. Interestingly an interaction effect between age and context was 
uncovered suggesting that the middle group of children did evaluate the ingroup more 
positively in the comparative context rather than non-comparative context. Previous 
research with regard to ethnic development (Williams and Morland, 1976; Aboud and 
Skerry, 1984; Doyle et al., 088) has often noted a U-shaped developmental curve in 
relation to children's racial prejudice with the middle age band of children demonstrating 
the highest level of ingroup bias. 
When the children were directly asked if they liked or disliked the ingroup and 
outgroup, an interaction between age and context was also revealed. However, this 
interaction effect suggested it was the youngest children in the comparative context 
condition who disliked the outgroup most. The disparity evident in these results render 
possible interpretations difficult. 
Further age effects were also noted. A main effect of age was obtained for the 
outgroup negativity score; the youngest children were more negative toward the outgroup 
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regardless of condition. The youngest children also evaluated the German outgroup more 
negatively in the high identity salience condition whereas the oldest children were more 
positive to the ingroup in the high identity salience condition. This finding suggests that 
the old children in the present study were beginning to make social comparisons with 
other groups in a way that favours one's own group when the national identity was made 
salient. With the older children, greater ingroup favouritism in the high identity salience 
condition was accompanied by greater subjective importance placed upon the national 
identity, suggesting that social identification is related to intergroup evaluations as both 
SIT and SCT suggest. Increasing levels of identification with the national identity were 
related to increased ingroup favouritism as predicted by SCT. 
However, although watching the Euro '96 match did increase the youngest 
children's derogation of the outgroup, it did not increase the salience of the youngest 
children's national identity. Bennett, Barrett, Lyons and Sani (in press) have suggested 
that subjective identification may not necessarily be a prerequisite for ingroup favouritism 
or outgroup derogation as SCT and SIT suggest. This suggests that social identifications 
may not be related necessarily to intergroup evaluations. The wider remit of the child's 
social environment contributing to the child's knowledge systems may well provide 
sufficient material for such effects to occur without explicit self-categorization. 
The boys were more negative toward the outgroup than the girls. This only 
manifested itself in the affect scores of the present study and not the negativity scores of 
the adjective attribution task. Boys may be more negative toward the outgroup for a 
number of reasons. The football context of the present study may account for why the 
boys evaluated the outgroup more negatively. Since boys are more likely to be involved 
in football than girls, the football context of the present study may have increased their 
identification with the sport. Since this identity was threatened in the present study with 
the home team losing, greater outgroup derogation would be expected in order to bolster 
self-esteem in the boys. 
8: 4: 5 Stereotype content 
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The descriptions used to describe the ingroup did not alter across the experimental 
conditions (comparative vs. non-comparative). SCT predicts that the descriptions 
attributed to the ingroup will alter according to whether it is described alone or in a 
comparative context. As in the previous study the ingroup was not described differently 
across the various context conditions. Again this prediction of SCT cannot be upheld. The 
current study therefore did not find that the English ingroup was described differently 
when evaluated alone than when evaluated in comparison with Germans. This prediction 
of SCT was not confirmed in the present study. 
The content of the children's descriptions of the outgroup, however, did differ 
according to age. As suggested by the negativity scores above, the stereotype content of 
the oldest age group's descriptions of the outgroup demonstrated a higher variability 
whereas the youngest children tended to use the polarised negative adjective categories. 
The descriptions of the ingroup in the present study, however, were not affected by age as 
in the previous study (see Section 7. -4: 5). 
8: 4: 6 Theoretical implications 
As with the previous study (see Section 7: 4: 5) the predictions of SCT concerning 
group homogeneity and stereotype content were not upheld in the present study. The 
effect of non-comparative and comparative contexts upon identity saliency, group 
homogeneity, and stereotype content with regard to children's national identity were not 
upheld in the present study. The application of SCT to the development of children's 
national identity is again questioned. Due to the addition of the identity salience 
manipulation of the present study, the lack of the predicted effects is unlikely to be due to 
the inability of the comparative context manipulation alone to sufficiently trigger the 
salience of the children's national identity. 
Although no main context effects for the negativity scores attributed to the 
ingroup occurred in the present study, the SCT prediction concerning group evaluations 
was partially supported by the present findings. The middle age group demonstrated 
greater ingroup favouritism in the comparative rather than non-comparative contexts. The 
young and old children also demonstrated increased levels of ingroup favouritism or 
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outgroup derogation in the high identity salience condition. This was accompanied by 
increased salience of the national identity for the older children. The younger children, 
however, did not demonstrate this increased salience of their national identity in this 
condition. The fact that the younger children, however, demonstrated greater outgroup 
derogation without a heightened salience of their national identity suggests that social 
group identification and intergroup evaluations are not necessarily related as SCT and SIT 
predict. Instead of such evaluations being a product of psychological processes, it may be 
that the case that such group evaluations are obtained via the social group to which the 
child belongs. Bennett et al. (1997) found that Scottish and English children who did not 
identify themselves as Scottish and English respectively still tended to exhibit ingroup 
favouritism. They suggest that such findings may be due to the fact that children will have 
been exposed to generally positive information concerning the ingroup from an early age 
and it is this exposure that encourages ingroup favouritism. In the present study, 
therefore, the results may be due to the children being exposed to negative information 
concerning Germans. The content of the children's responses to the open-ended questions 
and the persistent referrals to World War Two and Hitler seem to suggest that this could 
be the case. The importance of the social group to which the child belongs is shown to 
influence how the child understands and evaluates their own and other social groups. SRT 
provides possible explanations of these findings. 
The age-related trends present seem to suggest that the cognitive processes and 
mechanisms postulated by SCT do not operate in children of this age, at least as far as 
their national identity is concerned. That is, it may be the case that SCT does not provide 
an appropriate theoretical framework for interpreting the phenomena characterising the 
development of national identity in young children. The present results suggesting that 
the oldest children (10-11 years old) are beginning to demonstrate some behaviours 
consistent with the predictions of SCT supports this claim further. Additional research 
investigating these comparative context effects in an adolescent age group could possibly 
help to clarify this suggestion. A theory that takes into account these cognitive- 
developmental issues such as the cognitive-constructivist account therefore may provide a 
more adequate account of the present age-related findings. 
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A further explanation of the present results may be that children of this age have 
not yet sufficiently developed their sense of national identity for it to be influenced by 
such contextual factors. Further evidence suggesting that children's gender identity can be 
manipulated by contextual factors (Powlishta, 1989) suggests that the actual identity in 
question may be far more indicative of whether such context manipulations can be 
effective rather than cognitive maturity per se. It may be case that the national identity is 
not yet sufficiently developed in these English children for these contextual 
manipulations to take effect. Therefore in situations where children's national identity is a 
salient concept to them in their everyday lives, one might expect these context 
manipulations to be effective. For example, children living in conflict situations such as 
Northern Ireland, Bosnia or Israel may have a more sophisticated sense of their national 
identity from an earlier age and hence be more sensitive to such contextual 
manipulations. Social group distinctions and real world situational factors may play a 
fundamental role in how children develop their sense of identity. Further cross-cultural 
research is required to explore these speculations further. 
The sex effects present also suggest the importance of social factors in children's 
identity development. If the given explanation of these findings is accepted (i. e. boys 
demonstrate more negativity towards the outgroup compared with girls due to the football 
context), then the importance of the social group to which the child belongs is shown to 
influence how the child understands and evaluates their own and other social groups. SRT 
provides possible explanations of these findings. SRT predicts that the social group to 
which the child belongs will underpin their understanding of their social world and hence 
national identity. Since gender is one of the most dominant social groups for children 
(Brewer et al., 1987; Lloyd and Smith, 1985), SRT therefore offers a possible explanation 
for these gender differences. 
8: 5 Conclusions 
The predictions of SCT concerning the effects of comparative context upon 
identity salience, group homogeneity and stereotype content were not upheld, and the 
appropriateness of trying to apply SCT to the development of national identity is called 
170 
into question by the findings of this study. The predictions of SCT concerning identity 
salience and group evaluations were partially supported with the older children 
demonstrated both higher identity salience and greater ingroup favouritism in the high 
identity salience context. The fact that this result was only present in the oldest children 
suggests that the cognitive processes and mechanisms postulated by SCT may not operate 
in children below the age of 11 years, at least as far as their national identity is concerned. 
The fact that the youngest children also demonstrated a higher degree of outgroup 
derogation without a heightened salience of their national identity might also suggests 
that social factors and the availability of information rather than cognitive maturity per se 
may also account for children's understanding of their national identity. Alternatively, it 
could have been the case that the national identity of the children in this study was not yet 
sufficiently developed for its salience to be influenced by the manipulation of 
comparative context. Further research with an older age group of children and a cross- 
cultural perspective may help to clarify these speculations. 
The results, however, did indicate that the youngest children were niore positive 
to the ingroup and more negative to the outgroup overall. The boys were also more 
negative in their descriptions of the' outgroup. Given these sex and age-related 
differences, a SRT explanation may provide a more adequate account of the present 
findings. 
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CHAPTER NINE 
Study 5: Parents as possible sources of the subjective importance of children's 
national identity 
9: 1 Introduction 
Results from the Studies One, Three and Four (Chapters 5,7 and 8 respectively) 
have all suggested that both age and social group factors contribute to how children 
understand their national identity. The social group and amount of travel experience both 
seem to be an important factor in determining how the child comprehends their national 
identity. SRT advocates that social factors influence how the child understands their 
social world and thus both can be used to account for these findings. If social factors are 
important for children's socio-cognitive development, then positive correlations between 
children's attitudes and at least some environmental factors may be expected. The present 
study aimed to assess this within the realm of children's national identity. 
It is postulated that children are de facto members of various social groups (for 
example, regional, national, gender and ethnic groups) and that during the course of 
development children identify with and classify themselves as members of those groups. 
SRT (Moscovici, 1984) suggests that each group has its own set of social codes that 
stipulate the shared beliefs, attitudes and values that facilitate communication within the 
group. The acquisition of a social identity (i. e. the recognition that you are a member of 
this particular social group) entails the acquisition and internalisation of these beliefs, 
attitudes and values that are socially shared with other people who also identify with that 
group. Attitude consistency between various ingroup members therefore ought to evident 
(Jasper and Fraser, 1984; Potter and Litton, 1985). 
Therefore, when acquiring a social identity, children may also acquire the 
associated beliefs, attitudes and values from significant others, such as parents, within 
that social group (Duveen and Lloyd, 1990). Previous studies have attempted to 
investigate the relationship between parent and child attitudes in relation to their ethnic 
and gender identities. Despite the fact that Horowitz and Horowitz (1938) reported 
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anecdotal evidence of child and parent ethnic attitude consistency, many subsequent 
studies have failed to find clear child and parent attitude congruencies (Davey, 1983; 
Spencer, 1983; Aboud and Doyle, 1996b). Aboud and Doyle (1996b) found that although 
children frequently reported that they expected their parents and peers to hold similar 
racial attitudes, most actual parent-child and peer-child correlations were non-significant. 
These results offer little support for environmental factors directly influencing children's 
racial attitudes but do suggest that they may play a more indirect role. The 
misinterpretation or reinterpretation of the racial attitudes of significant others by the 
children also suggests that cognitive factors may also be a source of children's racial 
attitudes. With regard to gender, the role of the parent in influencing the child's gender 
development has been demonstrated (Smith and Lloyd, 1978). Parent and child gender 
attitudes have also been found to correlate positively (Meyer, 1984; Repetti, 1984). The 
stability of such correlations over time, however, has been questioned (Maccoby and 
Jacklin, 1974,1987). The role of the parent directly influencing children's social attitudes 
therefore remains unclear. 
Of course children are privy to a number of different sources of knowledge and 
attitudes other than their parents. Other sources include peers, siblings, school and the 
media. Studies investigating the effects of television upon children's gender attitudes 
(Perloff, 1977; Zuckerman, Singer and Singer, 1980; Morgan, 1982; Repetti, 1984) have 
uncovered weak but positive correlations. Additional factors such as parental attitudes, 
intelligence, maternal education were also shown by these studies to influence children's 
gender attitudes. It is likely that it is a combination of these various sources that account 
for children's social attitudes and behaviours. It is unlikely that any one source at any one 
time may adequately reflect the socialization process (Durkin, 1985). 
9: 1: 1 Aims of the present study 
SRT suggests that social factors are paramount in children's socio-cognitive 
development. The findings of Studies One, Three and Four have suggested that social 
factors as well as experiential differences do influence children's understanding of their 
nationality. The current study attempted to assess one possible source of children's 
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national identity by measuring the convergence between parents' attitudes toward 
national and European affairs with the subjective importance children place upon their 
national identity. Parental attitudes were measured using a questionnaire designed by 
Barrett et al. (1996). It consisted of a series of statements concerning patriotism, 
transnationalism (specifically the importance of transnational co-operation between 
Britain and other European countries) and parental attitudes towards the need for their 
child to know and have experiences of other European countries. The subjective 
importance of the children's national identity was measured via the three tasks that were 
developed in Chapter 6, Study 2 (i. e. RSI, ASI and TPQ. 
It was predicted that if parents are a primary source of children's attitudes in this 
domain, correlations between the subjective importance of the children's national identity 
and their parents' attitudes towards Britain and its relationship with other European 
countries should be evident. More specifically it was predicted that: 
(1) Parents with a high degree of transnationalism would have children who ranked the 
importance of their national identity lower than those children whose parents had low 
levels of transnationalism. 
(2) Parents who held a strong agreement to their child being involved in European affairs 
would have children who ranked the importance of their national identity lower than 
those children whose parents held a strong disagreement to their child being involved in 
European affairs. 
(3) It was also predicted that parents with a high degree of patriotism would have children 
who ranked the importance of national identity higher than those children whose parents 
had low levels of patriotism. 
9: 2 Method 
9: 2: 1 Subjects 
One hundred and fifty-four English children aged between 5.25 and 11.5 years old 
(mean age 8.38 years, standard deviation 1.83), of which 69 were boys and 85 were girls 
were interviewed. There were 63 (40%) in years I and 2,45 (29%) in years 3 and 4 and 
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46 (3 1 %) in years 5 and 6. Table 9: 1 reports the frequencies and mean ages of the 
subjects. 
Initially a parental questionnaire and consent letter was sent home to the child's 
parents asking both mother and father to complete a questionnaire independently 
concerning their attitudes toward Europe. A copy of the covering letter and the parental 
questionnaire can be found in Appendices El and E2 respectively. A total of 130 letters 
were sent home to the children from Fleet Infant School and a total of 230 letters were 
sent home with children from Velmead County junior School. A total of 74 replies were 
received from Fleet Infant school; 11 refused permission for their child to be interviewed 
and one response was from a foreign student. This constitutes a 57% response rate. A 
total of 125 replies were received from Velmead Junior School; 30 refused permission 
and three responses were from foreign students. Thus a 54% response rate was obtained 
from Velmead Junior School. 
Of the completed parental questionnaires 135 were returned from both parents, 17 
from mothers alone and two from fathers alone. Analyses therefore were completed on a 
total of 289 adult subjects. 
TABLE 9: 1 Frequency, mean age in years and standard deviation of the subjects 
broken down aLye and sex 
BOYS GIRLS TOTALS 
YOUNG 29 34 63 
6.35 6.30 6.33 
(0.64) (0.69) (0.66) 
MIDDLE 22 23 45 
8.52 8.50 8.51 
(0.51) (0.51) (0.56) 
OLD 18 28 46 
10.68 10.43 10.56 
(0.5Aý 1., (0.60) (0.56) 
TOTALS 69 85 154 
8.13 8.25 8.15 
1 Q. 85) 1 (2.01) 1 (1.97) 
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9: 2: 2 Overview 
The study was completed in two stages. Firstly, the parents were asked to 
complete a questionnaire measuring their attitudes of transnationalism within Europe, 
patriotism and child involvement in Europe. Secondly, the child's subjective importance 
of their national identity was measured by three tasks: RSI, ASI and TPC. The design of 
this section of the study followed a within subjects design with all of the child subjects 
completing all three tasks. The order of task presentation was randomised to control for 
any possible order effects. 
9: 2: 3 Materials 
9: 2: 3: 1 Parental questionnaire 
The questionnaire (Barrett, Lyons, Purkhardt and Bourchier, 1996) measured 
parental attitudes of transnationalism within Europe, patriotism and child involvement in 
Europe. The instrument consisted of a series of statements to which the parent was 
required to rate how much they agreed or disagreed using a five point Iscale ranging froni 
'strongly agree' to 'strongly disagree' (see Appendix E2). The questionnaire contained 
five statements on patriotism measuring the parents' patriotic attitudes 'toward Britain, 
five statements on transnationalism measuring the parents' views on the relationship 
between Britain and other European countries and five statements concerning their child 
in Europe which were constructed to measure parental attitudes towards the need for their 
child to know and have experiences of other European countries ('Eurochild'). Appendix 
E3 details which questions from the questionnaire correspond to these three factors. 
9: 2: 3: 2 RSI Task 
A set of nineteen cards was used. Written on each card were the following words 
describing the possible identities applicable to all the children: '5 years old', '6 years 
old', 7 years old', '8 years old', '9 years old' , '10 years old', 'I] years old', 'boy', 
'girl', 'European', 'English', 'a person from Fleet', 'white' , 'black', 'Asian', 'Christian'. 
'Jewish', 'Hindu' and 'Muslim'. Therefore a total of seven cards (age, sex, European, 
national, local, ethnic and religious identities) were used per child. 
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9: 2: 3: 3 ASI Task 
An importance rule was constructed. The rule was 30 cm long. The rule had five 
points labelled: 'very important'; 'quite important'; 'neither important nor unimportant P; 
tquite unimportant'; 'not at all important'. The training words included the child most 
important thing and their least important thing. The experimental words used were: '5 
years old', '6 years old', 7 years old', '8 years old', '9 years old' , '10 years old', VI 
years old', 'boy', 'girl', 'European', 'English', 'a person from Fleet', 'white', 'black', 
'Asian', 'Christian',, Vewish% 'Hindu' and 'Muslim'. Therefore a total of seven words 
(age,, sex, European, national, local, ethnic and religious identities) were used per child. 
9: 2: 3: 4 TPC Task 
A written list of the twenty-one pairs of the identities was constructed. The 
identities included: '5 years old', '6 years old', 7 years old', '8 years old', '9 years old' , 
'10 years old", V] years old', 'boy', 'girl', 'European', 'English', 'a personfrom Fleet', 
'white', 'black', 'Asian', 'Christian', 'Jewish', 'Hindu' and 'Muslim'. All possible pairs 
of the seven identities relevant for each child were included on the list. A copy of one of 
the TPC lists can be found in Appendix B 1. 
9: 2: 4 Procedure 
9: 2: 4: 1 Parental questionnaire 
The parental questionnaires were sent home with the child accompanied by a 
covering letter. Once these had been collected the corresponding children were 
approached. 
6: 2: 4: 2 Child interviews 
Each child was interviewed separately in a quiet room made available in their 
school. After establishing rapport with the child it was explained that the interviewer was 
interested in finding out what the child thought about certain things. Reassurance was 
given that this was not a test and there were no right or wrong answers and that no one 
other than the interviewer would know what they had said. The child was first asked to 
choose which religious and ethnic identities best described them; the other identities were 
obvious and therefore preselected by the interviewer. If the child felt that any of the cards 
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were inappropriate and could not be used to describe them, these cards were simply put to 
one side and not included in the following tasks. The order of task presentation was 
randomised in order to counterbalance any possible order effects. Exact procedural details 
of the three subjective importance of identity measures can be found in Chapter Six 
(Section 6: 2: 4). 
9: 3 Results 
9: 3: 1 Factor analysis of the parental questionnaire 
The three factors within the parental questionnaire were confirmed by a listwise 
factor analysis with oblimin rotation forcing three factors: 'transnationalism', 
'patriotism' and 'Eurochild'. Table 9: 2 reports the findings of the pattern matrix. The 
three factors accounted for 55.2% of the variance. The pattern matrix clearly identifies 
the three factors with a simple solution. From the factor analysis, questions 'Eurochild' 
3, 'transnationalism' 1,3, and 5 as well as 'patriotism' 5 were recoded. 
TABLE 9: 2 Factor analysis pattern matrix of parental questionnaire identifying 
three orthogonal factors: EUROCHILD, TRANSNATIONAL AND PATRIOTISM 
FACTOR1 
EUROCHILDI 
EUROCHILD2 
EUROCHILD3 
EUROCHILD4 
EUROCHILD5 
PATRII 
PATR12 
PATR13 
PATR14 
PATR15 
TRANSI 
TRANS2 
TRANS3 
TRANS4 
TRANS5 
FACTOR3 
. 90 
-. 61 
. 72 
-. 34 
. 61 
--------------------------------------------------------------------------------------------------------------------- 
N. B. The factor correlation matrix identified low correlations between the child in Europe and patriotism 
factors (0.06, P=ns) as well as transnationalism and patriotism factors (0.12, p=ns). A correlation was found 
between the transnationalism and Eurochild factors (-0.46, p<0.05). 
. 79 
. 51 
-. 61 
. 70 
. 79 
FACTOR2 
. 80 
. 67 
. 70 
. 68 
-. 72 
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Cronbach Alpha reliability analysis was then completed on the three factors 
within the parental questionnaire. Table 9: 3 illustrates the reliability analysis for the three 
factors. Reliability analysis identified one question within the 'transnationalism' factor to 
be unreliable and this was therefore removed from subsequent analysis (this was question 
7 pertaining to the armed forces within Europe). Without this question the Alpha 
reliability coefficient of the 'transnationalism' factor was 0.73. The reliability coefficient 
for the 'patriotism' factor was 0.77. All questions within the 'Eurochild' factor were 
found to be reliable and the Alpha reliability coefficient for this factor was 0.74. 
After these three factors had been confirmed a score for each factor for each 
parent was calculated. The 'transnationalism' factor (question 7 removed) was scored 
from I to 20 with a low score indicating high transnationalism. The 'patriotism' and 
'Eurochild' factors were scored from I to 25 with a low score indicating high patriotism 
or strong agreement with their child being involved in European affairs. A combined 
matemal and paternal score for each factor was also calculated by adding the two scores. 
TABLE 9: 3 Reliability analysis of the three factors from the parental questionnaire 
FACTOR mean S. D. Al ha 
'Eurochild' 
7.44 5.19 0.74 
'Transnationalism' 
6.05 4.18 0.73 
'Patriotism' 
9.14 8.70 0.77 
9: 3: 2 Correlations between parental attitudes and children's subjective importance of 
European and national identity 
The RSI was scored from I to 7 with 1 being most important and 7 least 
important. If a card was not selected it received the lowest ranking and if two or more 
cards were not chosen an average lowest rank was attributed to them. The identities in the 
ASI task were scored in accordance with the five-point scale (i. e. from 1 to 5 with 1 being 
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very important and 5 being not at all important). For the TPC task the total number of 
choices for each identity were calculated. The identity most often chosen was given a 
rank score of I (i. e. most important). The identity next most chosen was given a rank of 2 
and so on until all the identities had been ranked. For each of the tasks therefore, the 
scoring suggests that the lower the ranking the greater importance attributed to that 
identity (i. e. a ranking of 1 denotes the greatest importance). Kendall's Tau B non- 
parametric correlations were used for all calculations. In order to control for the 
confounding effects of age, it was partialled out of all the correlations. 
9: 3: 2: 1 RSI 
The maternal, paternal and combined parental scores on the three factors were 
then correlated with the children's RSI of their national identity. Table 9: 4 summarises 
the correlations for the three ('Transnationalism', 'Patriotism' and 'Eurochild') maternal, 
paternal and combined parental factor scores with the RSI task. No significant 
correlations were identified with the relative task scores. 
9: 3: 2: 2 ASI 
The maternal, paternal and combined parental scores on the three factors were 
then correlated with the children's ASI of their national identity. Table 9: 5 summarises 
the correlations for the three ('Transnationalism', 'Patriotism and 'Eurochild') maternal, 
paternal and combined parental factor scores with the ASI task. 
The children's ASI of their national identity correlated negatively with the 
'Transnationalism' and 'Eurochild' maternal factor scores (r=-0.14, p<0.05 and r---0.23, 
p<0.0001 respectively). No other significant correlations were identified for the maternal 
scores. No significant correlations were identified with the paternal scores. The 
'Eurochild' combined parental factor score correlated significantly with the children's 
ASI rank of their English identity (r=-O. 15, p<0.05). 
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TABLE 9: 4 The partial correlations between the children's rankings of their 
English identity on the RSI task with the parents' 'Transnationalism', (. Patriotism 
and 'Eurochild' attitude scores (n, %=not significant) 
PARENTAL ATTITUDE SCORES CHILD IDENTITY SALIENCE 
Transnationalism English Identity 
Combined Parental 0.01 
ns 
Maternal 0.07 
ns 
Paternal -0.03 
ns 
Patriotism English Identity 
Combined Parental -0.003 
ns 
Maternal 0.06 
ns 
Paternal -0.02 
ns 
Eurochild English Identity 
Combined Parental -0.04 
ns 
Maternal -0.09 
ns 
Paternal -0.03 
ns 
TABLE 9: 5 The partial correlations between the children's rankings of English 
identity on the ASI task with the parents' 'Transnationalism', 'Patriotism and 
'Eurochild' attitude scores (ns=not si2nificant) 
PARENTAL ATTITUDE SCORES CHILD IDENTITY SALIENCE 
Transnationalism English Identity 
Combined Parental 0.07 
ns 
Maternal 0.15 
p<0.05 
Paternal -0.03 
ns 
Patriotism English Identity 
Combined Parental 0.117 
ns 
Maternal 0.11 
ns 
Paternal 0.11 
ný 
Eurochild English Identity 
Combined Parental -0.15 
p<0.05 
Maternal -0.23 
P<0.001 
Paternal -0.03 
ns 
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9: 3: 2: 3 TPC 
The maternal, paternal and combined parental scores on the three factors were 
then correlated with the children's TPC of their national identity. Table 9: 6 summarises 
the partial correlations for the combined parental, maternal and paternal factor scores with 
TPC task for the children's English identity. No significant correlations were identified. 
TABLE 9: 6 The partial correlations between the children's rankings of English 
identity on the TPC task with the parents' 'Transnationalism', 'Patriotism and 
'Eurochild' attitude scores (ns=not significant) 
PARENTAL ATTITUDE SCORES CHILD IDENTITY SALIENCE 
Transnationalism English Identity 
Combined Parental 0.01 
ns 
Maternal 0.05 
ns 
Paternal 0.01 
ns 
Patriotism English Identity 
Combined Parental 0.08 
ns 
Maternal 0.10 
ns 
Paternal 0.10 
ns 
Eurochild English Identity 
Combined Parental -0.01 
ns 
Maternal -0.03 
ns 
Paternal 0.01 
ns 
9: 4 Discussion 
9: 4: 1 Correlations between parental attitudes and children's subjective importance of 
European and national identity 
The current study predicted that parental transnationalism would correlate 
negatively with children's ranked importance of their national identity. This finding was 
not supported by the present study. 
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The current study also predicted that parents who held a strong agreement to their 
child being involved in European affairs would have children who ranked the importance 
of their national identity lower than those children whose parents held a strong 
disagreement to their child being involved in European affairs. This was partially 
supported in the present study with negative correlations between the maternal and 
combined parental 'Eurochild' factor scores and the children's absolute importance of 
their national identity. This suggests that children who placed lower importance upon 
their national identity had parents who felt that it was important for their child being 
involved in European affairs. 
The current study also predicted that parents with a high degree of patriotism 
would have children who ranked the importance of national identity higher than those 
children whose parents had low levels of patriotism. This prediction was not supported by 
the present study. No significant correlations between the children's European and 
national identity and the parent 'Patriotism' factors scores where found. 
In addition no significant correlations were found between the parental attitudes 
scores and the importance attributed by the children to their national identity on the TPC 
task. Both the RSI and ASI tasks demand linear responses from the children whereas the 
TPC can be conceptualised differently allowing for multiple consideration of the 
presented identities. This conceptualisation of the TPC task may go some way in 
explaining why no correlations where found here as well as the negative correlation 
between the national and European identities 
9: 4: 2 Criticisms of the present study 
The present study investigated the correlations between parents' attitudes and the 
subjective importance of children's national identity. The correlational nature of the 
present study means that although a partial relationship between parental attitude and 
children's identity salience has been identified, the exact nature of that relationship 
remains unclear. No causal link between the parental attitudes and children's identity 
salience can be confirmed nor the possible direction of this relationship (i. e. whether the 
parental attitudes inform the salience of the children's identities or vice versa). Common 
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sense suggests that the direction of influence is from parent to child, but the correlational 
design does not allow confirmation of this hypothesis. Alternatively, it may be the case 
that the parents' are not a primary source of children's attitudes and these correlations are 
purely coincidental. Wider sources such as television and the media may influence both 
the parents' and children's social attitudes and could account for the partial correlations 
found in the present study. A longitudinal study is required in order to assess these 
speculations in greater depth. 
A second limitation of the present study is its attempt to study one source of social 
influence alone. The immense variety of possible sources of children's social knowledge 
(such as the media, school, peers, parents and cognitive-developmental factors) means 
that to study anyone one of them alone neglects the true complexity and interplay of these 
possible sources. Previous research has indicated that numerous social and cognitive 
factors may influence children's social attitudes (Perloff, 1977; Zuckerman, Singer and 
Singer, 1980; Morgan, 1982; Repetti, 1984; Aboud and Doyle, 1996b). It is likely that it 
is a combination of these various sources that account for children's social attitudes and 
behaviours. It is unlikely that anyone source at any one time may adequately reflect the 
socialization process (Durkin, 1985). As well as a longitudinal design, further studies 
ought to include a combination of these possible sources of children's social attitudes. 
The present study is simply a starting point for a whole new line of future research 
exploring the exact nature of how children form, express and obtain certain social 
attitudes. 
9: 4: 3 Theoretical Implications 
Despite the limitations outlined above, one of the predictions of the current study 
was partially supported. Although caution must be exercised in the interpretation, the 
current results suggest that parental attitudes may be a factor which influences the 
importance that children place upon their national and European identities. SRT suggests 
that the social group to which the child belongs will provide them with certain beliefs, 
feelings and knowledge and therefore other members of their specific social group will 
share these. This suggests that parents and their children will share the same general 
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attitudes and thus a correlation between these ought to be evident. The present results 
suggest that this may indeed be the case confirming the importance of the community 
(Emler and Ohana, 1993) upon children's socio-cognitive development. SRT does not 
suggest that such correlations are necessarily indicative of a causal relationship as the 
process of social influence is not unidirectional. 
9: 5 Conclusions 
Although some predictions of the current study were upheld, the degree of 
confidence and possible conclusions drawn are limited due to two factors: the 
correlational design and the study of one source of children's social knowledge in 
isolation. Despite this, the current study does seem to indicate that parents are one factor 
that might influence the importance that children attribute to certain identities. SRT could 
be used to account for the present finding that parents may be a source of children's social 
knowledge. In order to fully assess the complete range of possible sources of as well as 
how they may influence children's social knowledge, future research ought to incorporate 
both cognitive as well as numerous other social factors with a longitudinal design. A 
wealth of possible future research that needs to be done is suggested. 
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CHAPTER TEN 
General Discussion and Conclusions 
The following discussion is divided into four main sections. Firstly, a review of 
the findings of the five empirical studies is presented. Secondly, the theoretical 
implications of these present findings are explored in light of each of the four theoretical 
frameworks explored in Chapter Three (namely, SIT, SCT, SRT, and Piagetian Theory). 
Thirdly, limitations of the present thesis are outlined and suggestions for further research 
made. Finally, some conclusions are drawn concerning the development of national 
identity in children. The positive impact such present and future research may have upon 
our understanding of how children comprehend these fundamental social issues as well as 
possible practical applications are indicated. 
10: 1 Review of Present Findings 
The present thesis aimed to provide an in-depth understanding of how the child 
develops a sense of national identity. Limitations in the previous literature concerning 
children's development of a national identity were identified as a lack of research 
investigating the application of SCT and the possible sources of children's social 
knowledge within this domain (see Section 4: 3: 7). The following review of the findings 
addressing some of these identified limitations illustrate the contributions of the present 
thesis to our knowledge of children's development of a national identity. 
Study One found that children from the age of five years old generally knew they 
were English and why they were English (i. e. they were born in England, had English 
parents, spoke English, etc. ). The importance attributed to this identity strengthened with 
age and this has been noted elsewhere (Lambert and Klineberg, 1967; Barrett et al., 1997) 
indicating the robustness of this result. The importance of the children's national identity 
was generally more important to them than their religious identity; a result which has also 
been noted previously (Metlzer, 1939,1941). Traditional symbols and stereotypes of 
Englishness such as London, the Queen, Big Ben, language, skin colour, fish and chips, 
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the weather and football were common to the children. Most of the children liked being 
English and felt very English. 
Study Two established the reliability of the RSI task. This task can now be used 
with greater confidence in further studies investigating the importance that children place 
upon certain identities. 
With regard to children's attitudes towards their own and other nations, Study 
Three illustrated that perceived variability of the ingroup and outgroups increased with 
age. This has also been shown in previous research with regard to national groups (Tajfel, 
1966; Tajfel and Jahoda, 1966; Barrett and Short, 1982) as well as gender and ethnicity 
(Williams and Morland, 1976; Katz and Zalk, 1978; Aboud, 1988; Doyle et al., 1988; 
Bigler and Liben, 1993; Doyle and Aboud, 1995; Powlishta et al., 1994). The replication 
of these results suggest that the increase in perceived variability of both the ingroup and 
outgroup with age may well lend further support to the existence of this developmental 
trend. 
Study Four, however, failed to replicate these age-related trends with regard to the 
perceived variability attributed to the ingroup and outgroup. Although the football context 
may account for the lack of age effects (as it may have increased feelings of threat thus 
reducing the older children's tendency to show an increase in perceived variability of the 
ingroup) the non-video condition failed to replicate the age effects of Study Three. 
Studies Three and Four also found no main effects of comparative versus non- 
comparative contexts on perceived variability of the ingroup and outgroups, thus 
questioning the application of certain social-psychological theories (namely SCT) to the 
development of national identity in children. The youngest children in Study Three, 
however, did demonstrate an ingroup homogeneity effect in the 'England and German' 
comparative condition. Previous research has suggested that ingroup homogeneity effects 
occur when the ingroup is threatened, is in a minority context or when the importance of 
the comparison dimension is high (Simon and Brown, 1987; Kelly, 1989; Brown and 
Wootton-Millward, 1993), rather than a result of comparative context alone. This seems 
to suggest that perceived variability may be linked to social identification with certain 
groups and not others rather than to categorization and comparative contexts per se. 
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With regard to national preferences, the results of the Studies Three and Four 
support previous findings that indicate that children generally favour their own national 
group (Tajfel, 1966; Middleton et al. 1970). Contrary to some previous findings (Johnson 
et al. 1970; Middleton et al, 1970; Jaspers et al., 1972), however, liking of the national 
ingroup decreased with age. Greater ingroup bias in younger children with regard to 
gender and ethnicity, however, has been previously noted (Vaughan, 1964; Asher and 
Allen, 1969; Powlishta et al., 1994; Yee and Brown, 1994; Doyle and Aboud, 1995). In 
Studies Three and Four, ingroup bias generally declined with age. This reflects the 
developmental trend from univalent positive descriptions of the ingroup to multivalent 
descriptions, a result consistent with children's ethnic development (Aboud, 1988; Doyle 
et al., 1988; Aboud and Doyle, 1996). This result is further supported by the use of an 
independent affect measure in Study Four which again illustrated that ingroup preference 
declined with age. 
As well as showing most ingroup preference, the youngest children were also 
more negative to the outgroups. Again this result has been consistently found elsewhere 
with regard to gender and ethnic development (Aboud, 1988; Powlishta et al. 1994). 
When salience of the national identification was manipulated in Study Four, however, the 
oldest children showed greater ingroup preference and this was accompanied by an 
increase in national identification. Although the youngest children also exhibited this 
increased ingroup preference as well as outgroup denigration in the high identity salience 
condition, it was not found to be related to the degree of national identification. Contrary 
to SCT, these results suggest that it may be the prevailing SRs that are informing the 
children's national preferences rather than the categorization process per se. Ingroup 
preferences were also found not to be influenced by the context of the evaluations as SCT 
predicts. Sex was also shown to be related to ingroup and outgroup preferences when a 
football context was introduced. In this football context, boys became more negative 
toward the outgroup, highlighting the importance of the social context in children's 
national preferences. 
Study Five found that parents are one possible source that may inform children's 
social attitudes and the amount of importance that they place upon their national identity. 
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Other studies suggest that parents may influence children's social attitudes with regard to 
ethnicity and gender (Horowitz and HorowitzI 1938; Smith, 1982; Meyer, 1984; Repetti, 
1984). The direct link between parental and child attitudes within the domain of national 
attitudes, however, remains unclear as only one source of possible influence was 
measured in the current study. 
10: 2 Theoretical Implications 
Four theories that could be used to explain the development of national identity in 
children were reviewed in Chapter Three; SIT, SCT, SRT and Piagetian Theory. The 
specific predictions of each of these theories were outlined. Each of these theoretical 
predictions will now be discussed in the light of the findings of the present thesis. 
10: 2: 1 SIT 
The predictions of SIT fall into two main areas: group homogeneity and group 
evaluations. With regard to group homogeneity, SIT predicts that both ingroup and 
outgroup will be subject to homogeneity effects. SIT also predicts that strength of 
identification will influence perceived group homogeneity. Therefore children who have a 
strong sense of national identity will be more likely to perceive national groups in more 
homogeneous terms. In Studies Three and Four, the variability attributed to the ingroup 
and outgroups did not differ, as SIT predicts. However, in Study Three the youngest 
children tended to make the most homogeneous evaluations of the ingroup and outgroups; 
more variability was attributed to the ingroup with age. Age therefore was found to 
account for the attributed variability of the descriptions of the ingroup and outgroup 
rather than intergroup judgements per se. 
With regard to group evaluations, SIT predicts that representations of the ingroup 
and outgroups will be based upon judgements that produce ingroup distinctiveness, 
ingroup favouritism and outgroup denigration. In Studies Three and Four, the ingroup 
was evaluated more positively than the outgroups, offering some support for this claim. 
Age, however, was again shown to affect how the children evaluated the ingroup and 
outgroups. The ingroup was evaluated most positively and the outgroups most negatively 
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by the youngest children. In Study Four, sex was also found to be related to how the 
children evaluated the outgroup. The boys in Study Four were shown to evaluate the 
outgroup more negatively. The football context of this study may account for these 
results. Although SIT does not make any claims concerning these age or sex-related 
trends, some of the present results go some way in supporting the predictions made by 
SIT. 
10: 2: 2 SCT 
Studies Three and Four (Chapters Seven and Eight respectively) were designed 
specifically to test some of the predictions made by SCT. The predictions of SCT fall into 
three main areas: identity salience, group homogeneity and stereotype content. With 
regard to identity salience, SCT predicts that salience of an identity will vary according to 
t mi . he comparative context. Therefore, the salience of national identity will be maxi sed in 
contexts where other national groups are present and minimised in contexts where no 
comparative groups are present. Both Studies Three and Four specifically tested this 
prediction and both failed to find supporting results. However, age rather thar, 
comparative or non-comparative contexts was found to be more indicative of the salience 
of the children's national identity, with greater importance being attributed with age. In 
addition, the oldest children did exhibit an increase in their national identification after 
watching the video clip of the Euro '96 match between England and Germany, suggesting 
that identity salience might be influenced by particular contexts. 
With regard to group homogeneity, SCT predicts that comparative context will 
also affect the perceived homogeneity of the ingroup. SCT predicts that when the ingroup 
is judged alone, ingroup homogeneity is minimised but when the ingroup is compared 
with an outgroup both ingroup and outgroup homogeneity are maximised. Again Studies 
Three and Four were designed specifically to test this prediction. The results from these 
studies, however, failed to support this prediction. Age was found to be a better indicator 
of perceived group homogeneity. The application of SCT to young children's intergroup 
judgements is questioned. 
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SCT also predicts that the stereotypes used to describe both ingroups and 
outgroups will also vary according to the given social context. The results of Studies 
Three and Four failed to find any support for these prediction. Again age and sex were 
shown to affect how the children described the ingroup rather than the manipulated 
comparative contexts per se. The application of SCT to children's development of 
national identity is questioned. This may be due either to the cognitive mechanisms and 
processes postulated by SCT not operating in 5 to 11 year old children, or to national 
identity not being sufficiently developed in these children for such context manipulations 
to take effect. 
10: 2: 3 SRT 
SRT makes three basic predictions concerning children's socio-cognitive 
development. Firstly, SRT predicts that the social group to which the child belongs will 
be the overriding factor that determines how they understand their social world. Several 
findings of the present thesis support this claim. In Study One, the importance attributed 
to certain identities and the ability to sort the picture cards differed according to whether 
the children were from urban, rural or metropolitan areas. Additional place effects were 
found in the children's descriptions of the types of jobs that English people might do. The 
sex differences present in the children's preference judgements of the ingroup and 
outgroups also suggest that the social group of gender may also influence how children 
understand and evaluate their social environment. These place and sex differences 
therefore suggest that the social group to which the child belongs might influence how 
they understand and evaluate their own and other national groups. The child's immediate 
social environment or community (Emler and Ohana, 1993) may reflect their own ways 
of thinking. The child's own way of thinking may also affect their immediate social 
environment and community, the process of social influence being dynamic and 
interactional. 
Secondly, SRT suggests that children are members of particular social groups and 
that the beliefs, feelings and knowledge which they share with other members of these 
social groups will be reflected in how they understand their social environment. The 
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consistent reports of traditional stereotypes and symbols of Englishness reported by all 
the children in Study One suggest that English children between the ages of 5 and II 
years old do hold socially shared knowledge. The responses given suggested that English 
children do have beliefs about their social group that are shared with other members of 
that social group. In addition, the trend that children attribute greater importance to their 
national identity with age suggests an increase of knowledge and ability to attribute these 
social identities to the self. 
Further evidence for this SRT prediction was also obtained in Study Four, Chapter 
Eight. The youngest children in the high identity salience condition did not illustrate a 
higher ranking of their national identity but they did evaluate the outgroup more 
negatively. This suggests that it may be the social knowledge to which the child is 
exposed that informs their understanding rather than the cognitive process of 
categorization. Similar results have been found by Bennett et al. (1997), suggesting that a 
SRT approach to children's development within this domain may provide a more 
adequate account than a SCT one. 
The final empirical study reported in Chapter Nine also suggests that children may 
use their parents (i. e. 'experienced' members of the social group) as sources of their 
social knowledge. All of these results do suggest that children may share the beliefs, 
feelings and knowledge concerning their nation and national identity with other members 
of the same national group, which in turn would support a SRT interpretation of 
children's socio-cognitive development within this domain. 
Thirdly, SRT does not make any predictions concerning the interplay of cognitive 
development and the child's understanding of issues such as their nation and national 
identity. Therefore, unless each of the age groups in the present thesis are considered as 
separate social groups, SRT does not make any predictions concerning the effect of age 
upon children's socio-cognitive development. Age effects, however, were prolific 
throughout the present results. The amount of perceived group variability, group 
evaluations, card sorting, identity salience were all subject to age effects. The arbitrary 
nature of these age groupings suggest that these results are not purely reflections of 
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different social groups. An independent measure of cognitive ability, however, is required 
to assess this aspect of SRT further. 
10: 2: 4 Cognitive constructivist approach 
Three basic assumptions of the cognitive-constructivist approach to children's 
socio-cognitive development were outlined in Chapter Three: the stage account of 
children's socio-cognitive development, domain generality and universality. 
Therefore the first premise of the cognitive-constructivist account of children's 
socio-cognitive development suggests that age-related trends consistent with the four 
stages of development (sensori-motor, preoperational, concrete operational and formal 
operational) will be evident in children's socio-cognitive development. Below the age of 
seven children will have a limited social understanding characterised by a lack of 
reciprocity, rigidity of thought patterns and egocentricism. Children above the age of 
seven. will be able to understand issues such as reciprocity and are not constrained by an 
egocentric interpretation of their social world. The development of a national identity 
therefore ought to be characterised by a shift in understanding at around this age. A 
correlation between children's cognitive abilities and social understanding therefore 
ought to reflect this shift. The results of the present thesis partially support this claim as 
the youngest children (i. e. 5 to 7 years old) demonstrated the greatest homogeneity in 
their descriptions of the ingroup and outgroups. They also exhibited the most ingroup 
bias. These results could be interpreted as a demonstration of lack of reciprocity and 
egocentricity. However, under certain conditions the oldest children also demonstrated 
ingroup favouritism and outgroup denigration, suggesting that it may not necessarily be 
egocentricism underlying these pattern of responses. 
Domain generality suggests that once understanding of a particular issue has been 
grasped, children should also apply that understanding to other areas. All aspects of the 
social world will be understood more or less at the same time dictated by the current level 
of the child's underlying cognitive structures. For example, when identity constancy has 
been understood for one identity construct, it should also be understood for all other 
identities. Although the present thesis did not investigate this premise directly, when the 
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current results are contrasted to those concerning gender identity development, several 
discrepancies are evident. Context was shown not to influence the evaluation of the 
ingroup in both Studies Three and Four. Powlishta (1989), however, has found that 
children's ingroup gender bias can be manipulated by comparative context. The fact that 
such effects occur for one identity construct but not another suggests domain specificity 
rather than generality. 
The third basic premise of the cognitive-constructivist account of children's socio- 
cognitive development is that development is universal. This premise of universality 
suggests that cross-cultural and/or social influences will not affect how the child 
understands the social environment. The pattern of developing a national identity should 
be constant regardless of the social group to which the child belongs. Several results of 
the present thesis directly contradict this particular premise. In Study One, several place 
effects regardless of age were noted. In addition, sex differences were also found in how 
the children attributed adjectives to the English ingroup and the German outgroup in 
Study Four. Social factors have been shown to influence children's socio-cognitive 
development and thus this premise of universality cannot be supported by the present 
thesis. Given the pattern of the present age-related trends as well as the place and sex- 
related effects, Piagetian Theory does not offer an adequate account of the current 
findings. 
10: 2: 5 An Alternative Theoretical Explanation: Modem Social Learning Theory (MSLT) 
The results of the present thesis suggest that both cognitive and social factors 
influence children's socio-cognitive development within the realm of their national 
identity. A theory therefore that gives equal weight to cognitive and social factors could 
provide a more adequate account of children's development in this realm. Bandura's 
(Bandura, 1986,1989) MSLT, also commonly referred to as Social Cognitive Theory 
(Bandura, 1989), is one such theory and emphasises the following: observational 
learning; environment-person-behaviour relationship; and the cognitive processes that 
underlie observed behaviours. These shall now be discussed in turn. The mechanisms of 
development proposed by Bandura are also discussed. 
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10: 2: 5: 1 Observational leaming 
MSLT proposes that children learn within a social context. Their learning is not 
isolated but occurs within a social context frequently involving interaction with others. 
Behaviour is often directed towards others which again indicates the social nature of 
learning. MSLT stresses that both social and non-social behaviours are learnt and put into 
operation in social contexts and hence operate under the same general principles. Bandura 
(1986) identifies three different types of learning (observational, instruction, and trial and 
error) but claims that most learning is observational. The process of observational 
learning includes four general features; abstract modelling, reproduction, feedback and 
reinforcement. The process of observational learning is an important aspect to any theory 
of child development as it is widespread throughout childhood. The classic parental 
complaint that their child has developed a rather colourful language since starting school 
suggests that the child is adept at observing other children's behaviours and soon imitates 
them. Another important feature of observational learning is its ability to take into 
account the enculturation of the child into their social and cultural environment. The child 
observes the socially desirable behaviours within their culture and, through the 
observational learning process, begins to exhibit them. The process of observational 
learning also helps to explain cultural variations in personality traits (Gardner and Heider, 
1969; Levy, 1969). 
10: 2: 5: 2 Environment-person-behaviour relationship 
MSLT suggests that the context within which learning takes place has a great 
influence upon how and what is learnt. MSLT proposes that the environment, the biology 
and psychology of the individual as well as the behaviour an individual exhibits in any 
one situation all combine to influence the learning process. The entire learning context 
includes an interaction of these three elements. Bandura termed this three-way 
environment-person-behaviour system reciprocal detenninism. This is an extremely 
important aspect of MSLT as it dispels the myth that SLT models suggest that the child is 
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passively moulded by their environment. The child's behaviour and personality create 
their environment just as the environment influences how the child behaves and develops. 
People are active agents in the creation of their environment. Brunk and Henngeler (1984) 
illustrated the principles of reciprocal determinism in an experiment that manipulated the 
personality and behaviour that the child brought to a game scenario. MSLT also 
suggests that the child's behaviour will affect their thinking. Behaviour causes certain 
experiences which in turn influences how the child thinks about his or her environment as 
well as the perceived future expectations and consequences of certain behaviours. 
Therefore these subsequent thoughts will again in turn influence future behaviours. For 
example, a child may begin to learn to play a new game. Initially they may not be very 
good and will not expect success. As the child gets better at the game they may come to 
view themselves as rather proficient and thus eventually they expect success. The child's 
actual behaviour therefore can be seen to influence how they see a situation and the 
perceived consequences of it. 
10: 2: 5: 3 Underlying cognitive processes 
Bandura (1986) suggests that when a child observes a model behaviour he/she 
will learn from it by a combination of attentional, retentional., production and 
motivational processes. Attentional processes refer to the salience, complexity, 
prevalence, affective valence and functional value of the observed behaviour. Retention 
processes refer to symbolic coding, cognitive reorganisation and rehearsal, and active 
rehearsal. These cognitive processes of retention serve to maintain a reference of the 
observed behaviour from which the production of the behaviour becomes possible. After 
the model behaviour has been retained, the production processes of cognitive 
representation, observation of enactments, feedback and conceptual matching begin to put 
the model behaviour into action. The motivational processes such as external incentives 
(i. e. rewards), vicarious incentives and internal incentives (i. e. self-esteem) will determine 
if the model behaviour is continued to be produced and reproduced. 
Therefore, cognitive components are important in the learning process. At 
variance with the cognitive-constructivist account of child development, however, MSLT 
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suggests that learning does not require a complete reworking of the underlying cognitive 
structures. The cognitive-constructivist model suggests that if learning fails, it is the result 
of immature cognitive structures. MSLT suggests that this is not necessarily the case. 
Failure to learn, according to MSLT, is not a matter of cognitive structures but cognitive 
processes and the effect of motivational or affective processes upon them. For example, 
Coppersmith (1967) illustrated the importance of motivational processes in the 
development of conformity and creativity. Motivational processes were shown to lead to 
less conformity and higher levels of creativity. Perceived self-efficacy has also been 
related to assertion and emotional stability (Bandura, 1986). According to MSLT, it is the 
cognitive processes that play a fundamental role in leaming rather than cognitive 
structures. Failure to learn may be attributed to attentional, retentional, production and/or 
reproduction process difficulties rather than immature, universal, underlying cognitive 
structures. 
10: 2: 5: 4 Mechanisms of development 
Bandura (1989) identified three main mechanisms that determine the 
developmental process; physical maturation, experience of the social world and cognitive 
maturation. Firstly, physical maturation is an important aspect that influences the learning 
process because it does place limits upon which models of observed behaviours can be 
leamt at any one time. 
The second mechanism defined by Bandura that determines the developmental 
process is the interaction with the social world. Learning is a social activity. The social 
world of the child provides them with a repertoire of behaviours. The social environment 
also provides the child with appropriate times and places for the reproduction of such 
behaviours via rewards, punishments and vicarious reinforcements. As the child gets 
older, the social environment adapts as the expectations of others around them changes in 
line with the level of the child's maturity. The social problems and range of environments 
that face the child also change with time. Experience of the social world therefore is a 
major influence upon the learning process. 
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The third main factor that determines the leaming process is that of cognitive 
development. Attention, memory and cognitive organisation all undergo dramatic 
changes during development. Memory improves (Newcomb and Collins, 1979), motor 
reproduction and motivation processes become more complex (Miller, 1993) throughout 
development. A growing ability to transform events into symbols and then recombine 
these symbols renders learning more flexible and broadens the possible sources of 
observational learning (e. g. learning to understand printed matter). Thus, according to 
MSLT the three mechanisms of physical development, social influences and cognitive 
development all contribute to the learning process. 
10: 2: 5: 5 Application of MSLT to the Present Findings 
Social interaction and cognitive development are two mechanisms proposed by 
MSLT to underlie socio-cognitive development in children. According to MSLT, the 
child's social interaction will affect the socio-cognitive developmental process. 
Experience of the social world is predicted to be a major influence upon how the child 
understands their social world. Therefore experiential, social group and cultural 
differences are predicted to influence children's development of a national identity. The 
results of the present thesis seem to support this claim. Study One demonstrated the 
importance attributed to certain identities and the ability to sort the picture cards differed 
according to whether the children were from urban, rural or metropolitan areas. 
Additional place effects were also found in the children's descriptions of the types of jobs 
that English people might do. The ability to sort the English and non-English picture 
cards in Study One was also found to be affected by the child's travel experience. Sex 
differences in the children's preference judgements of the ingroup and outgroups in Study 
Four also suggest that the social group of gender may influence how children understand 
their social environment. 
These experiential, place and sex differences therefore suggest that different 
experiences and the social group to which the child belongs does influence how they 
understand and evaluate their own and other national groups. The final empirical study 
reported in Chapter Nine also suggests that children may use their parents (i. e. 
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'experienced' members of the social group) as sources of their social knowledge 
indicating that social interaction may inform the child's knowledge influencing socio- 
cognitive development. 
MSLT predicts that cognitive development will also influence the child's 
understanding of their social world. Age-related trends therefore are predicted by MSLT 
but these trends may not necessarily follow stage-like progressions or universal orders. 
Age-related trends were prolific throughout the present thesis. If these age differences are 
taken as indices of cognitive development then MSLT could be used to account for them. 
Independent measures of cognitive ability, however, are required to address this further. 
As MSLT can account for both the social group and age group differences found 
in the present thesis it may be seen as a more adequate theoretical account than either the 
SR or cognitive-constructivist model. 
10: 3 Limitations of the Present Research and Suggestions For Further Research 
The theoretical implications of the findings of the present thesis seem to indicate 
that a MSLT approach to children's socio-cognitive development provides the best 
account of the present findings. In order to assess this further and the exact nature of 
children's development within this domain, future research needs to include measures of 
cognitive ability such as an intelligence test, perspective taking or perceived group 
variability more generally. In addition, future research could also include an older, 
adolescent age group to see when the context effects predicted and indeed found by SCT 
(Haslam et al., 1992; Oakes et al., 1994; Hopkins et al., 1997) start to take place and 
whether these are related to cognitive maturity. 
Additional research is also required in order to assess the complete range of 
possible sources of children's social attitudes. The present thesis found some evidence 
that parents are one possible source but many alternative sources (e. g. cognitive ability, 
international sporting events, peers, school, television, newspapers, etc. ) have still to be 
tested. A multi-variable design is suggested for further research in order to assess the 
interplay such sources may have each other as well as on children's social attitudes. Such 
an approach could also identify the relative weight of these various sources upon 
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children's social attitudes. The present thesis found that a football context increased the 
importance older children attributed to their national identity. Given the intense media 
coverage of events such as The Olympics and The World Cup, the importance of 
investigating how such events impact upon children's national attitudes is suggested. The 
importance of identifying which sources are most influential to children has ramifications 
for teaching important social messages such as equal rights, racial prejudice and health- 
related information (e. g. contraception, smoking and drugs). Theoretical implications are 
also evident. If social rather than cognitive factors are shown to influence children's 
socio-cognitive development then a SRT approach may prove most fruitful. 
Given the open-ended responses as to why the children tended to dislike Germans 
being due to W. W. H., further research could include investigations into the impact of 
history upon children's attitudes toward their own and other national groups. How 
children are taught significant historical events as well as the more implicit messages 
concerning such events may impact upon their understanding and bias towards certain 
national groups. Given the previous research concerning the intergroup behaviour of 
threatened social groups (Brown and Ross, 1982; Breakwell, 1986), a cross-cultural 
component including the attitudes of German children toward their own and other 
national groups could also prove interesting. If such social and cultural differences are 
found, further support for SRT or MSLT can be established. Due to the real-world 
implications of European unification with Germany as a leading player, the importance of 
this sort of research is stressed. Socio-historical changes have been shown to influence 
children's ethnic attitudes (Hraba and Grant, 1970; Stephan and Rosenfield, 1978; 
Vaughan, 1978; Aboud, 1980) and this may indeed also be the case with regard to 
national attitudes giving some hope that these negative attitudes toward Germans can be 
reversed. 
The suggestions for future research outlined above highlight the real-world 
importance of such research. The current thesis can be criticised for lacking a certain 
degree of ecological validity. The adjective attribution task can be seen as artificial and 
not actually assessing how children make intergroup or international judgements in their 
everyday lives. Such a task was used in the present thesis in order to ensure the 
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experimental controls required to test the predictions of SCT were in place. Future 
research, however, could explore the possibility of employing more ecological valid 
methods. For example, English children could be interviewed while on holiday when 
salience of national identity would be expected to be high. Artificial manipulation of the 
national identity salience would not be required. Future research could also consider 
allowing children to describe the ingroup and outgroup in their own words. Although the 
ease of coding and experimental manipulation are reduced considerably when such 
methods are employed, the very content of such responses can be seen as the essence of 
how the child understands their social world. Emler and Ohana (1993) stress the 
importance of the content of children's thinking as this is likely to be the product of their 
own functional reality and in this sense the embodiment of the child's understanding of 
their social world. 
Another finding of the present thesis that requires further investigation is that of 
the youngest children demonstrating the highest degree of ingroup bias but also 
attributing the least importance to their national identity. This tends to suggest that it may 
not be the categorization of the self (i. e. a cognitive process) that influences social group 
judgements but rather accepted social knowledge, beliefs or attitudes that lead to ingroup 
bias. Previous research (Bennett et al., 1997) has indicated that this may indeed be the 
case but further research is required to assess this further. If this is found to be the case 
then the whole basis of SCT and SIT could be questioned. 
10: 4 Conclusions 
Children from the age of five years old know that they are English and can 
provide answers as to why they are English. Traditional symbols and stereotypes of 
Englishness (The Queen, Big Ben, the weather, football, and fish and chips) are familiar 
to young English children. Experiential, place, sex and age differences were all found to 
influence how children understand certain aspects of their national identity. The youngest 
children were generally very positive about their ingroup and more negative about 
outgroups. The youngest children also perceived the least amount of group variability. 
Sex differences were also found in the attributed preferences and variability of children's 
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national group evaluations when a football context was introduced (boys producing most 
outgroup denigration). The results of the present thesis would seem to suggest that it is 
the process of identification with a social group and not others that affects group 
preferences and perceived intragroup variability rather than categorization alone. 
Therefore, the present thesis seems to suggest that a SRT or MSLT approach may provide 
the most adequate account of children's socio-cognitive development within the domain 
of national identity. 
Further research is required to address this further with the addition of 
independent cognitive measures in order to assess which of these two theories provides 
the best account of children's development of a national identity. A more detailed 
exploration of the sources of children's social attitudes and knowledge is also required. 
The practical applications of assessing the sources of these attitudes for teaching and 
future international co-operation are highlighted. 
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APPENDIX Al Letter sent home to parents prior to collection of data for study 1, 
Chapter Five 
Dear Parent, 
I am currently conducting research at the University of Surrey which is investigating 
children's understanding of Englishness. As part of this research I shall be interviewing 
children at your child's school. 
A large number of children from various places within England will be included in the 
study. I would be extremely grateful if you would allow your child to be included in the 
research programme. The interview will only take approximately twenty minutes and is 
designed solely to give your child the opportunity to express his or her opinions. 
I can guarantee strict confidentiality of all information obtained in the study and there will 
be complete anonymity in the reporting of the results. No information on any individual 
child will be given out. 
Please complete the attached questionnaire and permission slip, if you feel willing for 
your child to participate in the study, and return it to the school as soon as possible. Your 
co-operation will be most appreciated. Thank you very much. 
Yours faithfully, 
Hannah Wilson. 
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APPENDIX A2 Parental questionnaire 
1. Your child's name 
2. Your child's date of birth 
3. Child's father's place of birth 
4. Child's mother's place of birth 
5. Has your child lived in or visited (minimum of a two week period) the following areas 
of Britain?: 
The West Country 
The Midlands 
North / South (delete as appropriate) 
Scotland 
Wales 
Northern Ireland 
6. Has your child been abroad at all? If yes, please state the places that your child has 
visited and the approximate duration of the visit. 
I give my consent for my child to be interviewed ........................................ (please sign 
here) 
THANK YOU VERY MUCH FOR YOUR ASSISTANCE 
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APPENDIX A3 Children's Interview Schedule 
Hello (child's name), my name is Hannah and I'm here today to talk children in your 
school about certain things. I'm very interested in what children think so it is your own 
ideas that count. This is not a test and there are no right and wrong answers. I just want to 
find out what it is that you think. Okay? 
1. What would you say you are? What are you? 
2. RSI task. Have a look at these cards, they all have words and phrases on that could be 
used to describe people. Please pick out all the cards that contain words that you feel 
could be used to describe you. (Help was given to read the cards when appropriate). 
Out of all the cards that you have chosen , which one do you think is most important to 
you, which one means the most to you? Which is the next most important? And 
next ... until all the cards have been ranked. 
3. Why do you think you are (are not) English? 
4. What makes someone English? 
5. If you could come from anywhere in England where would you love to come from? 
6. If you could come from anywhere in England, where would you hate to come from? 
7. Picture card sort. Have a look at these picture cards. Can you sort them in any way so 
that all the pictures in a group are similar to each other in some important way? You can 
put the pictures into as many or as few groups as you like and put as many or as few 
pictures into each group as you like. There are no right or wrong answers, it's your ideas 
that count. 
Have another look at these pictures and now place them into two piles, one that you think 
is very English and one that you think is very unEnglish. If you are not sure about any of 
the pictures just leave them to one side. 
8. Right lets talk about English people, the people who come from England. Can you tell 
me anything about them? 
9. What sorts of jobs do you think English people do for a living? 
10. Do you think English people have a lot of money to spend? 
11. What colour skin do you think English people have? 
12. How big are English people, are they tall or short or what? 
13. What about the food English people eat? 
14. Do you think English people are happy or unhappy or what? 
15. Do you think English people are clean, dirty or what? 
16. Do you think English people are bad or good or what? 
17. Do you think English people are aggressive or peaceful or what? 
18. Do you think English people are clever or stupid or what? 
19. Do you think English people are hardworking or lazy or what? 
20. Do you think English people are nice or not nice or what? 
2 1. Do you think English people are rich or poor or what? 
22. Do you like English people, the people who live in England? 
23. How much do you like/dislike them, a lot, a little or what? 
24. Why do you like/dislike them? What is it about them that you like/dislike? 
25. Would you say you are very English, a little bit English or not at all English? Why? 
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Appendix A5. Frequency and percentages of responses to the question "Where would 
you most love to live in England? " broken down by age 
YOUNG MIDDLE OLD 
Local/ home 15 25 27 
20% 36.8% 41.5% 
West 4 1 3 
country 5.3% 1.5% 4.6% 
Midlands 2 1 3 
2.7% 1.5% 4.6% 
North of 2 7 9 
England 2 2.7% 10.3% 13.8% 
South of 5 10 5 
England 6.7% 14.7% 7.7% 
London 4 5 8 
5.3% 7.4% 12.3% 
Scotland 1 3 1 
1.3% 4.4% 1.5% 
Wales 5 5 0 
6.7% 7.4% 0% 
Ireland 1 0 0 
1.3% 0% 0% 
other 29 10 6 
38.7% 14.7% 9.2% 
don't know 7 1 3 
1 9.3% 1.5% 4.6% 
Log linear analysis: X2(2)=53.82, p<0.0001 
Post hocs: 
local home; young vs. middleX 2 =4.18, p<0.025 
young vs. o; X2 =5.12, p<0.0025 
other; young vs. middle; X2 =9.15, p<0.005 
young vs. o, X2= 13.5 1, p<0.0005 
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Appendix A6. Frequency and percentages of responses to the question "Where would 
you most love to live in England? " broken down by place 
Fleet London Liverpool 
Local/ home 25 16 26 
32.5% 23.5% 41.3% 
West 3 3 2 
country 3.9% 4.4% 3.2% 
Midlands 2 3 1 
2.6% 4.4% 1.6% 
North of 9 8 1 
England 11.7% 11.8% 1.6% 
South of 6 12 2 
England 01- 7.8/v 17.6% 3.2% 
London 5 4 8 
6.5% 5.9% 12.7% 
Scotland 3 1 1 
3.9% 1.5% 1.6% 
Wales 1 2 7 
1.3% 2.9% 11.1% 
Ireland 0 0 1 
0% 0% 1.6% 
Other 21 12 12 
27.3% 17.6% 19% 
Don'tknow 2 7 2 
1 2.6% 10.3% 3.2% 
Log linear analysis: X2 (2)=38.53, p<0.01 
Post hocs: 
North: Fleet vs. Liverpool, z= 1.78, p<0.05 
South: London vs. Liverpool, z=5.73, p<0.025 
Wales: Fleet vs. Liverpool, z=2.1 1, p<0.025 
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Appendix A7. Frequency and percentages of responses to the question "Where would 
you most hate to live in England? " broken down by age 
YOUNG MIDDLE OLD 
Local/ home 9 6 3 
12% 8.8% 4.6% 
West 0 0 0 
country 0% 0% 0% 
Midlands 0 0 0 
0% 0% 0% 
North of 3 10 10 
England 4% 14.7% 15.4% 
South of 0 1 4 
England 0% 1.5% 6.2% 
London 2 13 23 
2.7% 19.1% 35.4% 
Scotland 2 6 4 
2.7% 8.8% 6.2% 
Wales 1 4 0 
1.3% 4.4% 0% 
Ireland 1 2 2 
1.3% 2.9% 3.1% 
Other 36 16 8 
48% 23.5% 12.3% 
Don't know 21 11 11 
28% 16.2% 16.9% 
Log linear analysis: X2 (2)=38.53, p<0.01 
Post hocs: 
London: young vs. middle, X2 =8.42, p<0.005 
young vs. old, X2 =23.23, p<0.0005 
middle vs. old, X2 =3.86, p<0.025 
Other: young vs. middle, X 2 =8.54, p<0.005 
young vs. old, X2= 18.96, p<0.0005 
North: young vs. middle, X2 =3.62, p<0.05 
young vs. old, X2 =4.09, p<0.025 
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Appendix A8. The frequency of responses to the question "Tell me about English 
people, the people who live in England? What do you know about them? " broken 
down bv Place and a2e 
Place Fleet London Liverpool 
Age young middle old young middle old young middle old 
language 12 10 15 9 6 10 3 4 5 
skin colour 6 8 12 5 5 8 1 2 2 
playing sport 2 2 2 1 2 2 2 1 2 
affective 1 2 3 2 3 6 3 2 4 
factual 71 91 14 6 --T 8 10 1 4 6T 6 
Appendix A9. The frequency of responses to the question "What sort of jobs to you 
think Enelish DeODle do? " broken down bV Dlace and age 
Place Fleet London Liverpool 
Age young middle old young middle old young middle old 
office 6 8 10 1 4 6 0 2 2 
Manufacture. 
/ engineer 
4 4 5 2 1 2 2 3 2 
teaching 4 3 6 2 2 2 0 1 2 
service 4 5 5 7 6 6 10 8 8 
police/army 1 3 1 2 2 1 1 0 1 
sport 0 2 3 2 0 0 0 1 1 
medical 1 01 1 0 4 2 5 0 0 1 
Appendix A10. Frequency of responses to the question "What sort of food do you 
think that Enelish veovle eat? " broken down bv i: )Iace and aiae 
Place Fleet London Liverpool 
Age young middle old young middle old young middle old 
vegetables 6 5 7 6 5 5 5 6 7 
chips 5 4 6 5 6 8 5 8 12 
fish 4 2 5 0 2 0 3 4 3 
meat 6 7 5 7 6 8 9 8 6 
sweets 3 1 2 6 3 3 2 4 3 
pizza/ 
spaghetti 
5 4 1 1 2 0 3 2 
bread 3 1 0 0 1 0 2 1 0 
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APPENDIX B1 Thurstone's paired comparison; example list 
6 YEARS OLD BOY 
ENGLISH CHRISTIAN 
EUROPEAN BOY 
BOY ENGLISH 
A PERSON FROM FLEET 6 YEARS OLD 
ENGLISH WHITE 
BOY CHRISTIAN 
6 YEARS OLD ENGLISH 
WHITE CHRISTIAN 
BOY A PERSON FROM FLEET 
EUROPEAN ENGLISH 
A PERSON FROM FLEET EUROPEAN 
EUROPEAN WHITE 
6 YEARS OLD WHITE 
ENGLISH A PERSON FROM FLEET 
EUROPEAN CHRISTIAN 
A PERSON FROM FLEET WHITE 
CHRISTIAN A PERSON FROM FLEET 
6 YEARS OLD CHRISTIAN 
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APPENDIX El Letter sent home to parents prior to Study 5, Chapter Nine 
Dear Parent, 
I am currently conducting research at the University of Surrey which is investigating 
children's understanding of Englishness. As part of this research I shall be interviewing 
children at your child's school. 
I would be extremely grateful if you would allow your child to be interviewed. the 
interview will only take approximately ten minutes and is designed solely to allow your 
child an opportunity to express his or her own opinions. 
As part of the research I am also studying how children's views could be related to their 
parents' views. I would therefore be very grateful if you and your partner could also fill in 
the enclosed questionnaire. (Please note that the terms British and Britain as opposed to 
England and English is intentional). 
I can guarantee strict confidentiality of all information obtained in the study and there will 
be complete anonymity in the reporting of the results. No information on any individual 
child will be given out. 
Please complete the attached questionnaire and permission slip, if you feel willing for 
your child to participate in the study, and return it to the school as soon as possible. Your 
co-operation will be most appreciated. Thank you very much. 
Your faithfully, 
Hannah Wilson. 
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APPENDIX E2 Parental Questionnaire 
YOUR VIEWS ON BRITAIN AND ITS RELATION TO OTHER COUNTRIES 
Relation to child ..................... Child's full name ...................................... People have different views about Britain and its relation with other countries. Below is a series of 
statements. You will agree with some and disagree with others. Sometimes you may strongly agree and 
sometimes you may strongly disagree and sometimes you may be uncertain. Please circle the number which 
is right for you. For example, if you strongly agree with a statement circle 1; or if you strongly disagree with 
a statement circle 5. 
1234 5 
Strongly Agree Uncertain Disagree Strongly 
Agree Disagree 
1. National rivalries are too great for European countries to 1 2 3 4 5 
work effectively together. 
2. My child needs to understand the ways and customs of 1 2 3 4 5 
other European peoples. 
3. Greater cooperation between European countries can only 1 2 3 4 5 
benefit Britain. 
4.1 would like my child to live and work in another country 1 2 3 4 5 
at some stage when he/she grows up. 
5. Britain should forget about European cooperation 1 2 3 4 5 
and 'go it alone'. 
6. My child does not need to be prepared to live and work 1 2 3 4 5 
in another European country. 
7. Britain's forces can only be effective within the context 1 2 3 4 5 
of a united European foreign policy. 
8.1 think that it will be important for my child to be able to 1 2 3 4 5 
speak a second language fluently. 
9. My child should know about the countries and landscapes 1 2 3 4 5 
of Europe. 
10. Britain has nothing to gain from cultural and scientific 1 2 3 4 5 
cooperation with other European countries. 
If you are British, please complete the following statements in the same way. 
11.1 love my country 
12.1 am not proud to be British. 
13. In a sense, I am emotionally attached to my country and 
emotionally affected by its actions. 
14. When I see the Union Jack I feel great. 
15. The fact that I am British is not an important part of my 
identity. 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
Now please complete the following: 
16. Your place of birth ...................................................................................... 
17. Which one of the following best describes you? (please circle) 
BRITISH SCOTTISH IRISH ENGLISH WELSH OTHER 
PLEASE RETURN THIS AND OUR PARTNER'S FORM IN THE ENVELOPE PROVIDED 
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APPENDIX E3 DEFINITION OF THE FACTORS 
'TRANSNATIONALISM'FACTOR 
TRANS1 = Q1 National rivalries are too great for European countries to work effectively 
together. 
TRANS2 = Q3 Greater cooperation between European countries can only benefit Britain. 
TRANS3 = Q5 Britain should forget about European cooperation and 'go it alone'. 
TRANS4 = Q7 Britain's forces can only be effective within the context of a united European 
foreign policy. 
TRANS5 = Q10Britain has nothing to gain from cultural and scientific cooperation with other 
European countries. 
'CHILD INVOLVEMENT IN EUROPE'FACTOR 
EUROCHILD1 = Q2 My child needs to understand the ways and customs of other European 
peoples. 
EUROCHILD2 = Q4 'Twould like my child to live and work in another country at some stage 
when he/she grows up. 
EUROCHILD3 = Q6 My child does not need to be prepared to live and work in another 
European country. 
EUROCHILD4 = Q8 I think that it will be important for my child to be able to speak a second 
language fluently. 
EUROCHILD5 = Q9 My child should know about the countries and landscapes of Europe. 
'PATRIOTISM'FACTOR 
PATRI1 = Q11 I love my country. 
PATR12 = Q12 I am not proud to be British. 
PATR13 = Q13 In a sense, I am emotionally attached to my country and emotionally affected by 
its actions. 
PATR14 = Q14When I see the Union Jack I feel great. 
PATR15 = Q15 The fact that I am British is not an important part of my identity. 
NýJ 
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